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I. QDUGTION

At the University of Pittsburgh effort has been made to improve the
quality of training for persons ,preparing to become group leaders. The
need for innovation in the training of group headers became appatent
when a review of group theory was examined in light of current train.
practices. //".

,-
The examination of group theory literature showed that many

,./ /
theorists consider the member/leader relationship to be the essence of /
personal gtowth groups. A review of current training.practices showed /."

that lithe, if anything, is done to train leaders specifically regarding' /
their part in the member/leader relationship. While much group theory
iterature stresses the member's affective response to the membet/lea
elationship, little is written about the leader's affect.

J.
It waSithis gap between group theory and current tPainin ----

practice's which motivated the creation of materials designs specifically
to aid in training group leaders regarding the ect generated in them
as a consequence of being involved in ember/leader relationship in

. personal growth groups. The materials developed are in the form of video
taped vignettes that simulate issues which eterge in the working out of
the member/leader relationship; the materials include a'leader's manual
for use with the simulations.

..,

This paper traces the steps involved in the development and the
evaluation of these materials.

It begins with a brief historical look at petSonal growth groups
in order to show the ways in which grouptherapy, has changed from group
psychoanalysis of the 20's. It demonstrates that while contemporary
groUps vary greatly in ouitward appearances, there are many factors common
to most group methods 4115d today. Description of current group8 shows

in

that personal growth groups are useg`for purpbses different from older
groups; they a e used by participants different from former group
participants; d they,are led by trainers with backgrounds different
from those of previous leaders.

In considering group theory, this paper examides the concept of
the member/leader relationship in.-personal growth groups. It shdws that
many theorists believe the member/leader relationship to be the ce
of groups. Groups are then discussed rd terms of the s which
typically surface in /the working out Of the re nship. These issues
are dependency, competence/trust, hosti sexuality, and separation.

Particular consideration given to the role of the leader and
to the current status of t ning group leaders regarding these issues.

6



There follows a descriOtiqn of the materials created by the authors.
A discussion of the field trial conducted to evpuate the materials
shows that the simulations created can_be a valnable training tool for
group leaders.

Finally, suggestions.for further study are made.

6 Throughout this study4,the term'"personal growth group" will be 9§,edr'
to refer to a variety of contemporary group ther les which diffeffOm
the'more-trad,itional, moreorthodOic forms of p chOanalysis.-c--The usual

generic term for these kinds of groups is "enc T-erbnps" (Schloss, -
Siroka'and Sirbka, 1971).,;

4P-
For this kind of, groupi

4,

Carl Rogers employ the/ term "intensive
group:experience" whiCh he used to include T-grodp or lab groups, train-
ing laboratories, sensitivity training, basic encounter groups --or work-
shops, and specialized groups such a0. Synonon groups (Roger? 1966).

T- A
For purpoSes of, he authors, the phrase "personal growth group"

will be used to includi the folloWing: _encounter gronps, sensitivity
groups, training groups, theme-centered Laboratory and T- groups,
araVon groups, and specialized groups sildh as Synonon groups.

p
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A. Evolu n of-GroupS

1

Personal growth groups made their'itx into public.proMinence between
the mid 1960's and the early 1970's. CarlItogers.1(1968) refers to. the
devel6pment of encounter groups as "perhaps th most significant social
Anyention of this century."

Jane Howard (1970) suggests tha atmosphere for intensive
interaction,in.small'groups began as n outgrowth of the World War II
environment of battalions., air-raid shelters,land foxholes. After World
War II,. there was.wshortage of psychiatrists. was a time when newer,
shorter, _and more liberal treatment methods were demanded. Focus
shifted from insight to interaction (Mullan and Rosenbaum, 1962).
was this.climate which led to the scientific;istudy of small grou

k

0

Central to the development of the encounter group movement was
the establishment of the National Training Laboratory. Three men,
Bradford, Benne, and Lippitt, who were influenced by such men as Ji
Moreno and Kurt Lewin, established the first traiming labordtory in
1946 as rt of a summer program:to train a group of community leaders
who were p tiCaating in goveimment-sponsored programs.

The airel.f the first human relations leadership training conference_
were: (1) to study leadership style and methods of group control fol.
decision-making, (2) to study leadership from the point of view of a r

7"r-.group function not individual personality, and (3) to search for rods
for members to .use to discover, analyze, and cure\their illnesses --
(Goldberg, 1971).

ef Lewin's influence evolved around his studies on the potential of
small groups. for changing behavior and attitudes. Lewin, Lippitt, and

to studied leadership and were Interested In the group climate. The
also focused on group decision-making and the sooial forces involved
in group processes (Lubin and Eddy, 1970). Lewin believed.conflict
inherent in group's. . u

Treadwell (1972) Cites Moreno's introduction, in 1931, of sociometry
as a system for measuring interpersonal relations asoa major breakthrough
in group development. -Moreno focused on the group membership n ds of
the individual and originated the use of psychodrama as a tec ique of
therapy. He saw psychodrama as the essence of encounter and onsidered
himself to have fathered the development'of the encounter gro movement.
Kaplan and Sadock (1972) also see Moreno as the founder of encounter
groups. Certainly he can be considered the innovator of role playing in
this therapeutic context. According to Schloss, Siroka and Siroka (1971)
almost all group trainers used psychodramatic techniques.

The second National 'Training Laboratory workshop, held in 1947, was
called a Basic Skills Training Group (BST). It made use of an observer
who fed back awarenesses of the group process to the. group. Feedback,

8



4

and process awareness we to bedome central to the encounter group Move-
ment-. This_kind of group b ,.me known as-a,T-group, the letter "T" stood

----foritraining (Schloss; Siroka and-61.roka, 1971).

In these early years groups were viewed by National Training
Laboratory from a sociological point of view primarily rather than a
psychological point of view; the members' orientation was more academic
than Clinical (Goldberg, 1971; Schloss, Siroka and Siroka, 1971). In

the 1950's, as clinical, psychologists and psychiatrists became involved,
the emphasis changed. The 50's, for the encounter grodp movement, was ",

a time of conventional group procedures, "according to Ruitenbeek (1970).
In the llte 1950's, there developed a split betweeri those practitioners
of Natio4a1 Training Laboratory who were oriented' toward organfzational
needs and those focusing.on personal growth skills.(SChloss;Siroka--
and Siroka, 1971).

It was in 19547when National Training Laboratory East met with UCW'
that the Western Training Laboratory was,founded and the t@r4 "sensitivity
training" was coined.

Lakin (1972) describes the National Training Laboratory movement
as contributing these concepts to group theory: emphasis on feelings,
process observing, here-and-nbw, focus, and structural ambiguity of
leaders.

The Natiffial Training Laboratory movement was also influenced by..
Bion and the Tavistock school in England, which also focused on group
process.Thc_American counter-part of TavistoCk in England becaMe the ,
Grit:A-fir-Predations Center of the Washington School of Psychiatry (WSP)
(Parloff, 1970).

./
Bion's theory of group development is based on the belief,/similar

to'Lewin's, that a common group tension develops as the memberS!
expectations of the leader are unfulfilled; he speaks in terms of a group
culture and valences toward and away from the culture of the group.
Bion added the concept of the unconscious to group theory when he
described groups as functioning on-an overt and covert or'primitive
level (Bion, 1961).

Of particular relevance to this study is Bion's belief that group
members' identification with the leader was a result not simply of intro-
jection, that is, the taking on of leader characteristics, but also
projective identification, that is, the group members' attributing the
leader with qualities` which are actually being experienced by members but
not owned.

Stock and Thele'n (1958) characterized Bion's c ntribution as being
(1).the use of an unstructureA end ronmept for the grip4,and (2) the use
of interpretation o he group emot'onto the group.'

9
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The concept of a group culture was carried-further by Ezrie,, He,
.

conceived a common (shared) group tension.which was acovert part of groups
(Goldberg, 197*. In 1964, Whitaker and Lieberman'speak of 4:co n group
tension consisting of three parts:- (1) the'forbidden--mdfiVe he wish) , -- _...

(2) the reactive motive (the fear):and -(31:--the resulting attempt .o

resolve-the antagonism between the wish and the fear: Group activity
is seen as\always in flux.

-

The encounter group movement was also stimulated by the establish-
.

ment bY:MAchael Murphy and Richard Price.of the Esalen Institute where
such men as Bernard Gunther, William Schutz, and Fritz Perls experimented
in a vaziety of new group techniques. The Institute 'rep*resenteda
mixing o Eastern Mysticism And Western Pragmaticism. At Esalen,
PerlS popularized the use of Gestalt,. therapy with.groupst

The term "encounter grOu0 originated from a phrase coined by
Rogers. He used the phrase "basic encounter group" to differentiate
the new. group treatments emphasizing the exploration of feelings1

-depth from the traditional, earlier'T-groups (Ruitenbeek;-1970)., Rogers'
major contributions have.been in the area of client-centered group

0 therapy and in the conceptof "unconditional positive'regard." In

1959, he established the Western Behavioral Sciences Institute at La
Jolla.

'While these historical notes are not intended tq be inclusive, they
",are to suggest the kinds of thinking which served 4s a backgroundfor

toaay s personal growth groups.

From these early starting points and others, personal growth groups
developed With increasing diversity. By the late 60's and eariy.70-Lsi
novelty became the fashion with,the advent ofiediniquesdEpch' as massage,
meditation, yoga, nonverbal comMunication and others. antentieek (1970)
sees the start of marathon grollps:in 1967 as the major breaking away
from the traditional group methods which opened the way for further
innovations.

B. Common'Factors in Groups

Burton 0969) uggests that the diversity in contemporary growth
groUps is!'moreap rent thanoreal." In reality, what appears'to be a g

variety o gr up prac ices is baiically differences in emphasis.
erS (1966) a diversity as having less substance than it

app Cib (1972) describes the differences in groups as follows:
rsensitivi oups stress the social' influences; the basic encounter
groups stre °s le and valid giving of data; creativity-releasing,
groups f on body, A ent4 sensory.awareneSs,'and dance;, programmed
groups .0 lize structured exp ces or

v
instruments; and ESalen groups,

associat d with the Association for anistic Psychology, deal
experim ally with most of the above-men ed techniques.

10
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Kaplan and Sadock (1972) make the following diStinctions: personal
growth labs stress sensitivity training and member creativity;
'sensitivity training groups "seek self-awareness and understanding
of group processes rather than relief from an emotional disturbance;"
encounter groups are similar to sensitivity groups but they gimme greater
emphasis to interpersonal relationships. ,

Although various kinds of groups 'differ in emphasis, most groups
share a common set of values for which they stand. Rosenthal (1971)
describes these-as:

. . . an open and unimpeded orientation to sensation
and feeling: the search and affirmation of genuine
personal identity; the effort: to achieve interpersonal
understanding through the acceptance of the feelings
of one's self.and others as well as.through the

solution of interpersonal ritual'and,hypocrisy; the
eli ation of intellectual defensiveness as a barrier
to emotional insight and mutual understanding; the
li eration'Of affirmative Sexual impulse and other
POsitiVe. feelings; the achievement of a richer awareness
of one
and div

affective potentialities, inner experiences.;
sity of esthetic, sensory, and proprioceptive

impulse; deep personal experiences of others; and the
enrichment of compassiOn and wam generous feeling toward
particular individuals and to the world in general.

t. . .

In terms of theory nd practice, while groups may stress one concept
more than another, most growth groups show the influence 'of the tfiebri s
'mentioned above.A: They/operate primarily or-exclusively in the here-and-
now, they create/Some degree of leader ambiguity (members- are responsible
for finding their own answers), they see conflict as central to group. (

------------func ioning, and they focus on the explorations of feelin0,! Rogers
(,19 ) cites the common-factors as: smallness, lack of:strOcture, goals
gen rated by participants, and focus on inte action. Lakin\(1970)
enumerates these:. intimacy, sense of 'belong ngness, aUthen icity-and16\1

trust, 'and helpful feedback. Balgopal (1973 ,notes the sithi aritY of
most groups in...that they focus on self- awareness and:interpersonal infer-
actions in here-and-now processes.

It.appears.then that the varieties of personal' growth groups dO
possess comtbn characteristics.

.t

C. Current Status of Groups.
N

According to Schutz (197), between 1967 and 1972, at least two hUndred
growth centers using group methods developed. Maliver (1971) states that .

forty centers existed in the United States in 1967"and ones hundred sixty-
three (163) in-197J, according to the Association of HumanistiC psychology.

11
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It is apparent, however, thatelersonal growth groups have not only
,grown in number and variety in thelast five years but they have also
changed in use Much has_been written to suggest that our society has
changed1in such a-way-that the older therapies,can,no longer meet the
needs of today's patients; diStussion of the social climate out of
which:generatedthe'need for encounter groups appears in Parloff
(1970, 1972).; Rosenthal (1971); Schloss, Sirdka and;Siroka (1971);
Ruitenbeek (1970); and Goldberg.,(197121%

Gordon and Liberman (1971) trace the changing function of groups.
In the 1940's, group leaders were viewed as offering bargains - therapy
at reduced rates as opposed, to-expensive.individual therapy. During the
1950's, group activity became recognized as a separate entity. In the .

60's, group use broadenedtp education, social work agencies, and
mental health9 hospitals.

Persenargrowth groups are used fox a, variety of purposes:foday
and in'aliariety di settings'(Harren; 1969). They are currently being
,uSed.in organizationS (Benne,-1964 (B); Blank; 1971; Campbell and
Dunnette, 1968; and House,- 1970);A.n education (Fox and Lippitt, 1964),

Nip communities, with fan lies, as well .as in thee helping professions
Today National Training Laboratory,' estern Training Laboratories,
Boston University's Human Relations dllter and UCLA-is-Institute of
Industrial RelatiOns all use groUps for managethent training (Parloff,
19701._

',Lakin (1972). describes training groups .w ich are used for professional
,developpent in clinics, for nurses, judges; ma agers, and executives.)

, P

Participants enterpersonal'growth groups today seeking different'
goals. They might be looking for fulfillment, awareness, joy, peace,
self-realization, emotional instead of cognitive learning, or any .

number of other goals. Schofield (1964) suggests that today's clients
have "philosophical neurosis,"- that is, clients are often seeking faith,
meaning, and commitment. In effect, he says; they'are'not the'kind of
patients who bring to therapists the kinds of pathologieSilisted by the
American Psythiatric Association.

The new personal growth groups ara, as Burton (190) describes ,t
them, "psychotherapy for those who are hot diseased." He sayS,

"encounter groups are now becoming so prevalent that they will soon
cohSVotute a secularized psychotherapy.for Everyman." If Freud can-
bethought of as dealing with the sick segment of the population, the
cu ent group movement deals primarily with the healthy Segment4; Burton .

(19 ) points out -that Freud never considered being fufly,human as.a
,goal; his goal was to help patients attainan existence above suffering.'

4
The fault with traditional mental health, according to Burton, was

0

that it lacked touch with the community.

6

0
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Whip it is obvious that groups have7increased in popularity and that
they.ave proven to be valuable in a variety of institutional settings,
the function they are serving is different froi that served' y traditional
therapies of the past.

It is apparent-that from the 1940's to today a major change in grou
therapy has occurred. There has developed a number of new group tiler ids

,different from earlier grouP psychotherapy in that they are not a ytic
and they do focus on a number of new' dimensions such as feeling , and
th here-and-now interactiOns.

Literature tends to show-that the new personal growth groups possess
',characteristics generally common to all varieties of contemporary.grelip§.

:These new personal groFth groups resPond to changing,conditions in
/sdciety; they are used by participantsseele new ways of coping with.!
problems typical of our age,. 144, ,

b
..

These changes in group therapy hav / rought into' question the role
and training of group leaders, // /7

v' .,,,:,

$7,



\

il.. REVIEW OF LITERATURE

0

Literature pertaining to themember/leader relationship will be
plored in this section. It will ftrst.be demonstrated that, for

many theorists, the member/lead relationship is the group;it is the
essence of*the group; Some amp ification of the nature of the member/
leader relationship will be g n.

The issues--dependency, coMpetence/tru#, hostility, sexuality,
and separation--which typical ly develop out of the interaction between
the members and the leader infthiS relatiopship will be examined. it
will be demonstrated that the issues are commonly agreed upon issues
which occur between the leader and the members. Some explanation of
how these issues emerge is provided,

Next, the leader's le in the relationship will be examined.
Leader affect in the oup with specific reference to the issues of
dependency, compete e/trust, hostility, sexuality, and separation ,

will be reviewed. t will be shown that leader response to his /her
affect and the g up's affect around these issues is crucial in the
therapeutic pro ss.

Finally, after examining groups.as a ionship involving .
certain iss es and after consider': er affect relat
.these issues, the current of 1 gader.. trainin e; reviewed.
In exami ng leader frig the ma ocus be on how well current
trainin practi_v prepare leaders for/ii-- affect generated in them as
the i the working out of the /t easer relationship
emerge

, .

.

From consideration of.the leader affect around these issues, the
importance of leader response, and current training practices, a state-
ment of-the problem will/he formulated. , . s.

.

'''''
',.,

A,/ M,mber /leader Relationship

/ In General
/. i ,

)aneof'the earliest, attempts to describe the member/leader relation-
ship was made by Re cil (1942 when he delineated two types of emotional
reletienships exi tinghetweeh the "central person" and members of a

.

,,group. ,

Gibb (19 ,r, "WheneVer two or more persons interact in th
pursuit of mm goal, the relationship of leadership and fol
ship soon id nt."

..
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A belief held by many gropp,tbeorists--Grotjahn, (1972), Forer (1969),
Redlich and Astrachen (1969), Stein (1963), Whitaker and Lieberman (1964),
Gottschalk (1966), Mullen (1955), Slater (1966), Mills (1964), Lungren
'(1971), and Bennis and Shepard (1956)--is thatqhe essence of a personal
growth group is refleCted in-the working out te,the relationship between
the leader and the members.

b

Forer'(1969) says stimulus 'for tfie,problems of the relationship begins
as the members want something fronr the thefapist.-. They attribute to her/
him "special powers'* (Whitman, 1964) : S/he is sametites seen as omniscient a,
and magical; Many'- theorists (Gottschalk, 1966;-Bion, 1961; Slater:19661
allude to the deification of the leader. One theory regarding this dfication" '
is that it stems from member anxiety overthe ambiguous way in. which discus-
sions are held. Adorhtion courd come from fear that an ordinary person
might see the member's defenses (Semtad and Arsenian, 1951).

,Another way of looking at the member/leader relationship is expressed
. by Slater (1966). He sees.the grodp as being about the business

"incorporating" the leader--"orafiy, sympo4cally, and literally."
.

'
. ,. , .

Transference occurs, according to Gottschalk (1966),-as the leader
will not assume thefole expected of her/him.. A,struggle begins then as
the.ambquous naturelkof the leader role and the general lack of structure
frustrates, the members. Issues involving authorityiobn surface. Gibbard,
Hartman, nd Mann (1974) see the lead6.as taking on the positiOn of *o,

"externalized ,ego ideal of giouP.": .

.. A 1 / : 44. ". i
. n' .'

,M4nn:with
C
Hartmam'alid Gfbba*fd (1967) describdi some of the goals in-

.

group'a-11 grou0s: .NThe gtoup *anti- .

,- . -,.. ' '

(1) to expeistheaccumulatbd frustration:of;depenldency needs;
(2),-tgmtant a successful.rebellion'against the leaddrf'in the .. . .

interest of. redistributing his power more equitably;. ' 4

-.(3) to voice,the MemberA,s.gr0144ing.fear4 of being'manipdleted;%
(4). to ,take revenge upon the'heroand to breakthe herO's ;ie
:' 71/tth the leader; .7 .' . .

.

'('S) : to do something' that might alleviate the distress .aha
declining self-eSteem et the fiembers; and" -0.,.

4 ;
24

(61 td eitherreduce,the fevel of s'Oxuality and aggression in 6 ,

the group'or to add sensitivity to charisma as a waj, of
becoming a,Valued and central person i.1 the6group,'

Mann explains that most ofthe dynamic4.existin in the group generate from
...

, ,

the leader's existence as an authority-figure who dOes not meet the group's' .
,

s.

,

4

. ,
expectatipDs.

,

It could be said that the leader's power is derived.from that which is
projeCted onto het/him by the members and by her/him refusal to accept .
that respOnsibility. Lakin' (1972) theorizes that the member's position
of'depend ncy generates the tension and conflict which creates the poten-
tial fo learning..
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The Issues.
.

4 , .

When oneexamines the member/leader relationship Closely, it becomes
apparent that certain issues typically surface between leader-and members.
These issues are the dynhmics of the working' out of the relationship and
aye noted by all theorists Who focus on the member/deader relationship -

n groups. For purposes of this 'study, these issues will be called ./.
"dependency," "competence/trust," " ostility,!1 "separation," and
"sexuality." Each of.4these' be considered in detail.

Dependency. The e stende of member dependency on iiii-krou
has .been recognized numerous theorists (Foyer, 1964; Gibbard, Hdi
and Mann, 1974; Bion, 1961; Benne, 1964 (A); Bach, 1954; Horwitz, 1964; .

Slater, '1966; and Harrell, 1909).
.

Tuckman (1965) review studiesof training, laboratory, and
therapy groups noted the existence of dependency of the leader in all
groups.

a.

Hartman and G. and (1974) describe this. dependency as "symbiotic
relatednes$"isu sting, as Hinckley (1951) has, that groups expect the

.. leader tb te(lie on a parental role.
.

g fit. D. ann (1966) suggests that the members' dependency is a

..

...

I reaction to her/his initial'anxiety'and resistance to being in the
group. Similarly, Slater- (1966) attkibutes dependency to the fear
offaloneness and'responsibility. Members look to thd*leader,to control
their anxiety (Mann, 1966).''

The attribution of "special powers" to the leader and the deification
of herthim are part of the dependency'issue in groups. This, aspect has-been
noted by,Whitman (1964), Gottschalk'(1966), Blot (1961)k.Slater (1966) and
Seldman, McBrearty and Seidman (1974).

-.

0
. Some theorists suggest that estimation ofthe 1 derare relafed to

. .
,dependendy.need$ in the members;-:for example, hig --dependent membets'.'%,.
would tend to-stiortily.deify the grolip.leader dman, McBrearttalid

. ,
.`

.

et/
..

, ,

.:;1':. A1dman, (1974)5.
. ,

,
Jr :

. ) s . , ,
X

4 .. ; 4/
i

r n ,
. ' Competence/Trust: Closely related to/the issue of deOndency is

.4 v

the - A% P .

issue of the members' question of the' leader's competence,' the members, 4
._1.--,frustof.the.leader,.., Gibbard; Hartman, and Mann (1974) note the-

. ,ambivalent nature of the dependency and the ambivalent feelings mem.-
.

!bers experiehFe toward the authority figure.
.

4

46
0 '

-. .

... JOhnson
f

(1963)4herieves that trust is the first issue±n the
: ,formation of a(morking relationship.

. . ,
,

.
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Slater (1966).recognizes that members questiOn the- leader's

Competence/. Hd'attributes this mistrust to the member's feelings of

dependency. Mann (1966), theorizes that the attack on the leader
which occurs in groups has a competency question related to it.

Other theeilsts:wtio recognize the issue of trust and Competence
in groups are Barnett (1973), Rogers (1970); Egan (1970), and W.bb

(1964'and1965).

-Hostility. As early as 1949, Fre4d was recognizing the nctions '

of overthrowing the apparent source of power in groups' wrote of.the

"murder of the chief in primal hordes" as possibly pies: in therapeutic

relationships.

It,is inpvitabre, according to Slater,(1966), th t the4ependency
.on the leader and .the deification of her/him will lead to her/his

ecoming a "farse god.", This feeling of disillupionmeni causes the
leader to become,..the object of group hostilityand revolt. In fact,

Redlich and Astrachen (1969) assert that much of what happens.'in a
group emanates from the members' desire to take over the leadership4

In Mann's study (1966) of group feelings toward ,the leader, he
described the hostiltity as stemming from the members' feelings when.
their affection and esteemfor the leader are not returned. Similarly,

,tennis (1964) describes a time.of "counterdependency" in groups which
comes aboult when the leader does not meet.member needs. He notes

'the cathartic effect of the revolt.

From this revolt the group members take on some of the power of
the leader,(Hartman andGibbard, 1974). Wheh he describes member'
disillusionment with the leader, Bion (1961) alludes to this same

phenomenon. Subsequently member's pair into dyads wheretheyjlope
fOr a new leader, a "messiah," to appear.

Theorists such as Slater (1966) generally see th value ofsthe

revoltcpming from the members' recognitidn of their ependency. Mann

(1966) suggests that the attack on the leader is more han a_reacticin

to the frustration of the ambiguouS structure of the'g up. He sees

the revolt as a test, "an activist surge," as he calls it,

In essence, themembers in/revolt demonstrate both th it growing
independence and their identification with the leader (Sla er, 1966);

(Mills, 1964) '

'

Sexuality. Slater -(1-966) Asserts that if there is no attack oh the '

*leader:in a grotip, there is little sexual energy\among the members. While

4 Slater suggests that one cannot differentiate between the aggressive and
sexual feelingslItowatd.,the leader, many theoristS\(Mills, 1964; ,

PoWdermaketc'1953; Semi* and Araenian, 1951; Whitman, 1965; and Hartman
and'afibard, 1974) refer speeiffcaLlyfto thesexual aspeCt of the member/

leader relationship.
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' It is frequently agherted that members want the leader to her/hiMselt
.(Whitakeriand Liebermalf,' 1964; Mills,.1964; Semrad and Arsenian, 1951; , 1.
'Slater, 19661. plahorttion on the nature of members' sexual fantasies .

.'" in groups has been dons, try Hartman ana Gibbard (197S).
e.r

13
.

.41

Ii 1974, they Theorize that sexual feeflhgs stem frowthe group's
revolt_' against the leader anti the group's takizg on* of the leader's',

- .

power. .
. . .

.. y
Slater (1966) concurs Lith Maslow (1963) in retognizing the

. eroticfsm-cohnected with'thetransmission of knowledge. Sitaterlalso
points out the sexual gratification associated with dependency.I4 ,

'' 'p ' '
ISOTeration. Seyaratioh is widely acclaimed as an important issue,

in,th8 member/leader relatiOnship (Dunph5r, 1964 and 1968; Mills, 1964,;;
Coffer'et al., 4950; Slatet,'°,1966;,Mann, 1966 and 1967;'Schutz, 1958),

.

.

Mulia and Rosenbaum (1962),consider this as the most.
impprta one in the Membe leader relationship. They not; the,
finali of separation and the riSk,involvea. , *,

Slater (1966) alsp giVes-the issue
conceptualizep the entire history of a
First the group must separate from the
separate from the'group.

of separation prominence- ,He
group as dealing with separation,
leader and then members.must

.

Although Separation is believed by many to be an integral part of
the group proCess (Yalom, 1970, NL 1964; Mann, 1966 and 1967';
Dunphy, 1968)., it is one of the less understood issues in_the-member/
leader relationship (McGee, Schuman, and Raeusen,19721.

0

In Mann's study (1966) in-wbich he, traced member -feelings' toward
their leader throughout the course of the group's existence,:heidescribed
the final period asone in which the meTbersexpressedajeeling of lack
of closure. The members requested "a14olution and love" from the leader
in one final.atteinpeto gain special recognition froin her/him.

.
Sunungry

4"

The data examined thus far isuggestg that the member/leader relation-
.

- ship is central tO'personallrowth groups. There are identifiable issues
which emerge,in the working out ofithe,rqationship. These authors enumerate
these issues as crucial: dependency; competence/trust, hostility,

,

sexuality, and separation.

The leader's role in the working out of the relationship with
particular emphasis on the above-mentioned issues Will now be considered.

, 0: 4
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In General

B. eader

Before consid eader affect regarding
the member/leader r ationship which were e
to consider the der role in the rela
'sideration is important because it demonstra
in the therapeutic process just as members 4o.

Many theorists support the idea that leader
of the same issues which confront members in gr
Lakin, 1972; Beukerikamp and Berger, 1958; Mulla
Gibb, 1969). Stroh (1958) calls issues related
as "master of ceremony functions" as opposed to
leader serves as a member. He explains that me
experience anxiety,, identity confusion, and tr

ecific issues
ed above, it is-Important

in genera0 This con-
that leaders participate

must deal with some
ups (Slayson7.143; ---------
, 1955; and Gipb apd .

to the role of leader
those functions the
bers and leaders
sference:

The concept of countertransference in grow s hap been discusse
by many theorists (Mullan, 1955; Loeser and Br , 1953).. In fact,
Slayson in 1953 and Hadden in that same year e ressed belief that
countertransference is more important and more complicated in groups
than in individual'therapy because in a group the leader can be confronted
by all the 'significant people from her /his `past

;
In effect, then, what 'goes on in a group is that the leader

experiences similar affect and is asked to model for the members the
kinds of behavior believed to be therapeutic (Lieberman and Whitaker,
1964).

The Issues

/.

-, The issues dependency; tinge/t1st, hostility, sexuality,.
and separation, have-pp ci

true /tr
for the leader, then, just as

they do for members.

pendency. Much-leader affect related to the thembefileader
relationship stems from'the leader's attempt to.live up to member
expectations. ,Thomas (1969) points out-tnat-the leader's feelings
axg often related to those of the.group.7If the members expect a
Alike leader, the leader tries to 1We up to that role. Mullan
(1955) warns leaders againstallowi g themselves to feel omnipotent
or allowing themselves to becothe ulnerable to other feelings emanating
from the members' transference

If we assume that rolej_ghavior needs to be aladia by both members
and leaders, the leader-dst be willing to give up her/his favored
"position (Egan, 49.76; olrer, 1969).
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,s'
status'Mullan (1 55 ) says that the therapist's statu which comes ,from projected

attitu ds and transferences is the "most,kafkidable obstruction to status
..-- .

dir within the group."

Beukenkam 4h4
by member"' cue ence. Iis

,r

on leader needs whic1i .are gratified

1. The eed t cure which 'is related to_the,..:fieed to be

otent (Slayson (1953) calls &h.' "aim detach-
ment countertransference"),

2. The need to be,it'control,
3. The need to impress the grog) with skill and competence,
4. The need to feel knowledgeable.

Seidman, McBrearty and Seldman's study (1974) of deification of the
group leader suggests thatjhexperienced and untrained leaders receive
a great deal of gratifiegtioh,from member dependency and deification.
The highly positive feedbdok:seshices the leader into overestimating
her/his own abilities

Competence/Trust.
/

Gibbldnd Gibb (1969)have focused their/attention,
on the kinds of fears leaders have regarding their own competence as
leaders. They List;: fear of losing control, feareof not knowing how to
respond, and fear of doing the wrong, thing. Lakin (196.9) adds that
leaders fear the group will discover the leader's hidden/fear; such as,
her/his fear that s/he is incompetent.. Kotkov (1956) ,enumerates%
similar fears.

It is'difficult to imagine a leader who does not fear that sYhe
may not know what to do if strong emotions erupted in her/his group
(Lakin, 1972).

Jones et al. (1971) assert that no leader is immune to feelings Of
insecurity and incompetence. S/he may fear the demands placed on hell--
him; these demands may be heightened by the group's consensual power.
Leader feelings of vulnerability and threat are also noted by Whitman
(1964).

Leaders often derive their sense of
or failure of their groups. If a group is not pi.
blames her/himself. If s/he is facilitative.s/h
as a good leader (Lakin, 1972; Saretsky, 1972;

of
0

e success /
e, the leader

sees her/himself
et al:, 1971).

While it is gpparent that the leader gains gratification from the
growth of the members of the group and that s/he satisfies her/his own'
needs related to leadership (possibly status needs, according.to Lippit -t
and This, 1967), much of the behavior on the part of the members and t
leader in groups is based on role assumption. ,-Gibb and Gibb (196
point but that both members and leaders must move away ft.?)
dysfunction of roles. The leader, then, must function a a member and
resist role behavior.

4
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Mul n (1955) concurs; he
gett g obt of his fixed'role.
therapists and therapists are p

r-
9tre4es,the importance of the leaders'

In fact, he believes,that patients air
atients.

O'ay's study (1974) of National Training Lgborator up tapes
Sheds some light on leader reactions to issues linvolv. leader
competence. O'Day found that leaders tended to ign e o dismiss'
member complaints about leader ability. The' leaders Appeared to be '
more concerned with those actieties which demonstrated that members
had learned a lot. Lead self-disclosure was often used in ale
attempt to justify leads behavior rather than to benefit the members.
And finally, O'Day Of nd4thatleaders used member involvement as a
measure of their ompetence.

Hostility. Several studies reveal leader reactions to hosti;ity
in their groups. Mann's study (1066) of the member/leader°relAt
ship in" a groupkof students in a social. relations class4Uo that
leaders paid attention to feelings they (the leaders) t ed tsupport.
He found that leaders often did not hear hostile fe ings directed at
them and that they became defensive to suggestions of their hidden
influence on the group.'

Powdermaker and Frank (1953) made-ob ervations similar to Mann.
He.attributed leatier "blind " to sit tions where both patients
and doctors have-the same neurd,tic reacts

Tannenbaum, Wechsler and Massarik D1961) studied two well knowC
trainers and their reactions to hostility toward them in their groups.
The first trainer showed.signs of4 earing hostility and appeared to
encourage it as .a counter reaction. The other leader 'ingratiated him-
self-1n face of hostility. Both avoi ed emotional situations.

k

O'Day's study (1974) suggests similar response on the part of the
,teaders. He, ound that member/leader ho ility, was a difficult issue

/' for leaders to handle. Leaders tried to ange of negate members'
'negative perceptions of the leader Leaders, it appeared to O'Day,

7/?(/
united with members in trying to i hostility.

Slater (1966) points out that throwing off hostility is an
adtomatic response. Leaders easily deflect the liostility.from them-
elves onto.other members or deal with it by being slightly punitive.

_
The leader-response to the initial, hoStility expressed toward her/

him is crucial (Mills, 1964) because that initial hostility is what
unites,the.group (Semrad and Arsenian-, 1951; Dbnphy, 1968) and generates
participant acceptance of responsibility in the therapeutic process
(Lundgren, 1971).

Powdermaker and Frank (1953) attempt to explain why the leader's
. response tb the hostility is so important, They ay that the leader's



e" a.
...reaction is magnifies secaus :: _s look,to her/him as a model.
So the leader can hathten or decrease the of is of the hoitility.
The hosti4ty, then, s only useful if the'thera st,feels secure
enought to accept it and help the participants seal with it.

17

Some empirical data on the import e Of the leader's response
to the hostility exists. Mill's study (1964) using'twelve groups at e_

the Yale Interaction Laboratory, Lungren's study C1971), And Powdermaker
and Frank's observations (1953) of group leaders, all confirm the
importance of early interactions between members and leaders and,the
leader's role in,the usefulness of these interactions. In Lungren's
study, those leaders- 'ieduced the early tensions were less'

.facilitative.

Much is asked, then, of the leader. S/he mus a,high level

of tolerance for tension so that s/he does not promote prem
closurean the name of'personal comfort (Whitaker and Liebermani 1964).

''SS/he must alsO show the group that s/he has a high level of tolerance,
for confrontationfthat s/he has the capacity to handle-confrontation
and to use it effectively (Mann 1967). Sometimes, in fact, s/he must
rechannel negative, hostile,and projective feelings toward er/himself
(Tannenbaum, Weschler, and Massarik, 1961; Mills, 1964; Se rad and
Arsenian, 1951).

0 final source of difficulty -ii the leader's handling of the
hosti ity in her/his group is tiltt often the hostility is not expressed
direc lyi So in addition to-using the hostility effectively, the leader
som Imes has the task of recognizing covert hostility as well (Powermaker
and Frank, 1953).

Sexuality. Very little has been written about the lea er's role in
.-the issue of sexuality in a group.

Powdermaker and Frank (1953) point out that the leader's response
to the 'Sexual issue is often a problem because the'issue of sex is often ,

a problemfor the leader her/himself. Often the leader doesnot discuss
the issue because of her/his own anxieties related to sex.

Some mention of the effect of.same'sex or different sexthetween
member and leader has been made. Mills (1964) says that differences
in Sex reduce the leader's ability to respond properly and inhibits the
member's,expression of hostility. c'

Powdermaker-and Fraiik's observations (1953) showed that in male-led
groups the leader was accepted as leader while in female-led groups there
was a constant challenge of the leadership position.

°Evidence of leader difficulty in resisting the seductive nature of
leadership is demonstrated by, Paul's (1973) suggestion of the need for

22
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an ethical code for group facilitators. He points out that membeis often
experience sexual feelings toward leaders as a result of leader status
in the group. Paul sees the leader's succumbing to this seductiveness
as "self-serving and self-dedeptive."

Separation. Literature lataining to the'leader's role in
separation suggests that sometimes leaders confuse their,Own needs
with those-of the patient and thereby prolong a iember's
or a group's life (Mullan and Rosenbaum, 1962).

It is clear that the leader's feelings enter:into the separation
process. It h"as been said that the quality of the separations is
contingent upon the leader's actions and attitudes toward the issue.
Current evidence suggestg that frequently -the issue of separation is
avoided by therapists because of their own discomfort with it (McGee,
Schuman and Racusen, 1972).

One source of discomfort in the separation process for the_ leader
may be the denial behavior on thepart of memberswhich is'usually
associated with separation.

Often groups regress ar the end and renewed hostility develops
as a distancing device (Mann, 1966). It is also at this time that
members usually acknowledge openly what the etoup has meant to them
(McGee, Schuman and Racusen, 1972).

ig
Yalom (1970) describes the significance of separation for the

them stot'S'xell as the members:

__-- Tie therapist, no less than the patients, will
/miss the group. For him, too, it has been a'
place of anguish, conflict, fear, and also of
Treat beauty; some of life's truest and most
poignant moments occur in the small and yet
limitless microcosm of the therapy group.

While the focuS above has been on the issues enumerated in the working
out of the member/leader relationship,-the data suggests that leaders are,
in effect, like Members of the group and, as such, they are faced with
many of the same problems,memberS face.

The leader; ;then, just as a good member, must be willing to allow,
her/himse wn beyond her/his role. This requires that s/he

ware of.her/his.Immediate experiences and that s/he will be willing
to share her/his feelings (Thomas, 1969). In effect, the leader is a
member and more than a member because s/he must serve as a model for the
therapeutic process, a process experienced by both the members and the,
leader (Stoller, 1969; Yalom, 1970; Jourar, 1971; Mowrer, 1964;,Rogers,
1970; and Dies, 1973).

-,2 3



Just as members, enter groups in a role-defin rtlanner hoping to have
their needs fulfilled, so do leaders. Mullan (1953)yiewsleaders as
U0.ng the group to fulfill one of two needs:. either the group serves
tb distract the leader from her/himself or the group is.a vehicle before
the, leader that s/he can use for teaching, demonstrating, etc. Mullen
believes these needs exist in all leaders.

Loeser and Bry (1953) describe the way in which the 1e rider' entire,
personality can affect the group. He suggests that often the,--: atients

. Who fail do so because of the leader's countertransference, her /his
identification with the patient's problems, or because of hostility
which the leader hidet under excessive,permissiveness.

Much recognition has been given to the importan of leaders not
using groups to fulfill their own needs (Lippit .rid This, 1967;

GOttschalk, 1966-.,--Mullan; 1955; and Stolle 90). Montgomery (1973)
not only points out the dangers of 1:-a-rs who funCtion.out of their
on needs alone, but he also que ti-------i------rfiith.se-onshownena edge one
can reasonably expect of a leader in this regard. I

bn the other hand, evidenc demonstrates,clearly that_leader'
response and behavior does make a difference in grOups (White and
Lippitt, 1953; Cartwright and Zander, 19'53; Fielder, 1953). WarkentiA.
(190) says the "leader's inner dynamics dominat &tone. of the/group
throughout,!"----

ti

Summary

It becomes apparent that (1) the working-out-Of-the relationship
between members and leader is crucial to facilitating growth in groups;
that (2) leaders are InfluenCed>by this relationship as much as, and
in much the same manner at, kebbers, and that.4 (3) leaders determine
the extent and the kind of use which will be made of this working out
of the relationship.

t .1 fl

An'examination of current thinking on the training of leaders
will reveal the extent to which current training practices empare-
leaders for this task.

Current Training

____IlicAprderdeteimine the extent to which current training procedures
_,-,------Prepare leaders to meets needs outlined above, it is necessary,to

examine several is of training. First, the influence of change
in personal growth groups an' t e will be
Considered in order to 'show that leader's nee .a ferent kind of
training from that used for more traditional grqups. It wf so be
used to show that there is a wide range of views existing today regarding
the proper training of leaders.

24
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While there is some disagreement about the jcinds of experiences
most beneficial for training leaders, it.will be shown that many
theorists advocate some. didactic input regarding persOnality theory,,
psychopathology, and group process; experrential input from
articipation as a group member, from co-leading, from leading with

ervision; and some self -study for personal growth.

e range of views regarding the value. of group membership
traini will be pointed out..

^Final , theorists' ,beliefs regarding the particular kinds of
training ne essary to prepare leaders for the working out of the
member/leade relationship will be explored.

Changes in e ale of groups in our Society have brought into
question the kind raining necessary for group leaders (Dies, 1974;
Stoller, 1969; Yalo 701), ;Previous ways of leading oues--Burton,

(1969) describes tiles coming from a "medical model" -are. not always

applicable to contempo pry roups. The breakin do of the "medical
model"' that is,tvini in psychoanalysis or psythiatry alone, is
apparent when one cons der the variety of fields from which readers
emerge today. Today'- lead- s come from,not only.a variety'of academic
areas such as social ork and- -education but also Many are laymen or
clergymen. Frequent reference 0 -appointed leaders is.made
(Paarloff, 1972; Bach, 968).

-Lakin (1969) asserts that lead s are not as well trained today
as were, earlier,'tradiiioal group eaders.- Schloss, Siroka and
Siroka.(1971) also acknowledge atlack of proper training of leaders.
In fact,it is often assumed that no' -t aining of leaders is necessary
or that participation in a group led by a noted leader is sufficient"
training.

_Today, it is possible and sometimes acceptable for the leader.
not to be the most-knowledgeable member Of the grouP. In these cases,
as 'Anthony (l972) and,Grotjahn (1572) point out, the value in leader-
ship might be that the leader be the most open and honest member rather
than the'most knowing; Another assumption questioned by Malian and
Rosenbaum (1962), for example, is that leaders onlk'need to be able
to do'indiiiidual therapy in order to be effective group leaders.

While some practitioners appear to have a casual attitude toward
training leaders,,others point,to*lack'of proper training as hazardous
and related to'the casualities which occur in groups; Maliver,(1971)
views leader competence as'a central issue in assessing the. hazards in

groups. A\study of encounter group casualitiesdonducted Yarom -and

Lieberman (1971).demonstrated that various leadership s resulted

in-a greater probability of casualities in groups. e significane

2 5
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of proper training.of leaders for avgding casualties.is also asser
. by others,(Baeh, 1b68yarloff, 1070).

.

.

The advocates of training vary in their positions on cognitive
versus experiential training. TheoriAtS-such as Johnson (1972),
Schein and Bennis (1965), Whitman (1964), and Jacobs, et al. (473)
who list almost step by step rocedure ss in uFhareas-nI .confratation

13
and who'describe how and whe4 Ap perfcitm cprmin behaviors - -can be
seen as advocating cognitive learning-aa'a way of increasing an
individual's ability to 1pad pp$. °

,---:-- N
Massarik 0,9,7_2)-m.,... ight be considered a spokesman for those who

stress the-eiPeriential. He suggestt'that the transition from the
theoretical to the applied is a very complicated one and knowle
for effective ,leadership .comes from an extremely .wide variety T
academic areas; such.as psychology, philoeophy, anthropology, or
from non-academic areas; such as, massagr, yoga, and exercise. He ,

concludes that the effectiveness of the stainer rests, in the final'
analysis, on her/his humanness but that some conceptual knowledge,
training experience as a group member, supervised training and technique
training are. also needed,?,

ed.,

The growth away from didactic training is apparent in the'move
by the Annual InVitutes sponsbred by the Ailerican 'Group Psychotherapy
Association. They are proceeding almost entirely in'experiontial group
processes today (Parloff, 1972).

Of those advocates of a combination of cognitive and experiential
learning, fakin's (1972) description of the necessary trainingofbr a
group leader is typical. He recommends that a leader have experience
as a member in two groups, observer in five groups, a co-leader'in five
groups, a leader in five groups, a participant in self- study, 'and a
supervisee.

%

He also points out t t membership in groups is not s idient
training; emotional matu ity, is necessary.

Theorists such as Rogers (1966 and 1970), Grotjahn (1972), Burton
(1969), and Mann (1966) all point out the.need forTersonal growth
on the part of leaders.

Scime theorists who recommend experiences'as a groUp member for"
trainees have the therapeutic'effects iiimind. Stein (1963), advocateg-
membership. in a group for trainees to lessen inhibitions and resistances
and to increase. one's* self-awareness.

Stein (1963) surveyed fifty-four (54) American Group Psychotherapy
Association members who were authotitie$ in groUp psychotherapy an&who '

o



ctive in training leaders regarding the riViews of proper training
edures. Of the thirty (30), replies he r ived, all believed in the

ortance of unders ndingdynamics and ,psy hopathology, and the need?
Aphserve'and' par cipate in Workshops. Most felt personal, analysis.

as not necessary sut was desirable. 'While there was disagreement about
the value of e oeriences as a group member,-those who favored it thought
trainers woul4 have an opportunity.to.-Werkeat tension difficulties
in such re as authority and yeer-relationships and to have an
opportun to experience whatTPatients felt.

Semrad and Arsenian (1951) represent theoristsowho advocate_
participation in groups as, a training experienc for-leaders. -While
Ruitenbeek,(1970) agrees that participation is mportani, he believes
that it is not enough. Wile (1973) has a'sim ar point of view. As

,a grow) member, a trainee can gain'confidence, n the\grouplprocesS
and added belief in/the strength of group meMbers;Aut,,Wile,Points
out, learning to,; be," a.good member is diffetent frob teaming to lead
groups. As a member one is uncritical of her/his own attitudes and'
sensitivities to others.

Awargness.of transference and countertransference is also important,
as well ds general analytic and diagnostic knowledge. Cohn (1961)
points out" that while recognitionof countertransference problems has
increased; adequate training specifically/relevant to this'issue has,
not existed.,' She believes most ineffective responses op/the part of
well-trained leaders can 8e traced to countertransference problems.
Gottschalk (1966) appears to concur, stating that participation in .a
group does not teach a leader enough so that s/he will not at in way
harmful,to the participants.

. Most programs developed for tr i ing in a particular gr ,p method
such.as Nationallraining Labord ry, psychodrama, gestalt, and theme-
centered groups, depend heavily upon leader.training throe h participation
in personal growth groups as part of their training..

Some respondents to Stein's questionnaire (1963) regarding training
procedures'suggested that membership in a group had limited value for
trainees because' trainees are not really free to deal with their
feelings in that,environtent. They questioned therapy in a training
context. Lakin, Lieberman, and Whitaker (1969) have a simijar point
of view. They point out that while trainees may experience the member
role and the group's social system, they are not patients, they are not
as troubled. They also suggest that it is possible that trainees might
become too involved in the group and, therefore, would not be able to
distance themselves enough to learn about groups this way.

Lakin, Lieberman, and Whitaker seem to summarize the areas designated
by most theorists as necessary for training groUp leaders. They suggest

1
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'ihat.leaders need to know themsel estheir.own,needs, their feats of the
group,their style of.therapy- -an they need to know some theoretical
elementshow group therapy differ from individual therapy, how one

.tis facilitative, how change'oecu .

It seems' apparent then that there is aspecific training that is
neceasary, for. pieparation as a group leader and that it differs from
that which is necessary for preparation for individual therapy (Mullen
and Rosenbaum, 1962).

There has been very little reference. made to how a leader is
trained.to deal'With the working out pf ,the member /leader relationship
'in groups. Some allusion is made 4 the kinds of skills needed', however. ,"

SoMe state, that the,therapist must know her/himself well enough that. . ,fl:

s/he can control and use her/his eountertransference (Grotjahn, 1972;
RuKtenbeek, 1970). Lakin, Lieberman, and Whitaker (1969) point out
that in addition to'being aware of her/his own feeling*, the leader
.needs to-know about the power of consensus in groups.

.

u
In attempting to'help leaders cope frith their own affect., JOies

et al. (1971) suggek leaderi need tohave gteater knowledge of this
issue, need to :lie more aware of'fheir own vuInerabilities'and need
,toknow techniques to deal with these, problems.

-

Bach (1968) describes tp effects of poor. trainifigon leaders of
marathon groups... Heilotes that theseleaders ten resort to.gimMicis
and games. '

Blank (1971), noting the problem of, leader needs and their interference
with group needs, points-to training as the answer.

. . . Relevant training geared toward filling spebific
objectives is at least a minimal guarantee tharthe leader
is not woDking out mere his own needs of his loneliness
or'satisfying his voy rism, exhibitionism, or desire for
power- -that he at le st recognizes these needs apd is

channeling them constructively in the service of the
individuals who make up the group.

Important work on specific training for.gt up leaders has been done by

eRuth Cohn (1961 and 1965). She addressed her elf to the' uestion of the
emotional skill of the leader and how it can e developed'in groups.
According to Cohn (1965), it is necessary A teach leaders to use their
"subjectivity objectivity." In order to do this,thereAmust be "reduction
of neurotic fixations . . -. and an increase inantuitive skills."

Cohn points put that although training leaders in emotional skills
has generally b en done in personal analysis, the training has been
inadequate be use pcoup leade ship is a unique situation and, there-
fore, requir s unique training.

28
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Summary

t

In sum, the leader must know her/himself in the context of the .

personal growth group; s/he must be aware of her/himself as a leader.

Exploration of current views of training'shows that the nature of
training is in a state of flux as a'cohsequence of the new role of
groups in our society. Many general kinds of experiences are enumerated
as being neeessaiy for trainees; for example, didadtie training,
eXperientia training and self study areall recommended.

e
0.

4 Whdn one examines lifilyature on the member/leader relationship,
on the other hand, thedrists stress that the relationship is-primary
And suggestthet the leader's role is,erucial. Although tbdorAsts
point out extensively trip kind of damap leader's can do in dealing
with this issue and the ways leaders can be Offeotive.id dealing with,
the member/leader relationship', almO'st nothing appeatsin thelitbrature
regarding.training specifically focusing the trainee's attention on the .

issues rplated to the working out of the memberileaOr relationship. .
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The literature examined thus far suggests that ., personal growth groups
have no only increased in popularity and in use in recent years, 'but they ,

are 46 different from traditional gtoup4p0chotherapies. Among other* ,

similarities existing among the varieties of .these groups, both,the
theoretical and empirical data place a great.deal of import ce on the
member /header relationship,:as,the essenceof the tAerape ic process "

in personal growth groups. Theorists emphasize the i,e d tension
of this proceis and expound the imporitance of the,,le 37 s response
the issues generated as the relatio4hip is worked/ t. ,

i .

The role of the'leader in porso-nni, growth groups has changed as the
function' of the'gtoups has changed. Today many believe that training
specific to group. leadership is necessary; these authors add that
training specifid to thb member/leader relatiorishipis one kind of
specific group leadership training which is needed.
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B. Statement of the Problem

The purpose, then, of this study was idreate simulation matefals.,
focusing on the issues,(dependency, competence/trust, hostility,

. sexuality, and"separation) which emerge in the working out of the
member/164de relationship. These.matorials center the student leaders'
attention on the, affect gefieratedn them and on the consecOences of

.possibleleader behavior.

C.: Use

It seems ithpOrtant then that the leader cgls to know hipseu'in the
group context.. It 0,S. with this need in mind for group leaders that the
authors specified the fol

\

owing objectives for the matermaterials to be -

developed. Li

(a) 'They should helpAhe student of gxout leadSrshiP
recognize the issues in'the.wor ng out of the
timber/leader relationShip when they occur in a
gropp.

(b) They shoullthe4 the student of group, leadership
become more aware of his/her affect resulting,
from,thesd'issues.

(c) They should help the student,of group leadership
become more aware gf his/her typical behavior
resulting from these issues.
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4dp They shopld help Vle student bf'groUp leadership,
consider `some of 'the,.implYcations of his/her

,; - possible behavior. .,..
le) They should help the student of group Waership
'V consider some akterm'ative behaviors. .

- . .0.
.

The:thterials developed to meet, these objectives-,yere.intended for

studentscounselorsN therapistsWanting to increase their effectiveness
as group lenders. Althoughestudgnts coulevary inexperience from never
having led.a group to having had several experiences leading groups,
the authors assumed thathe'materials would not be used by experts.

/
,

e
.

. %
r 1

While it was the intention of the authors 6;x-focus the student's
.

attention on the existence of and his reaction tqfthe issues designatedi
it is acknowledged that the materials would not Model the dynamics of

..

a group, but they would merely isolate issues. The subtleties-of group
process were not overtly depicted; and while the issues simulated ,,,..

tii,, usually appear in a .more covert manner, for instructional purposes,
e issues were-isolated.a For'example, the issue of timing involved

4

.
dlfng of these AsUes was not depicted in the representationin t

of a up.

, i.

, The/authors further ackhowledged that in reality distinguishing ok
between several of the issues, such as hOstility and sexuality, is ,, -
t7 may d4ficult, if not impossible.' It was eXpectedonly that :

dents would recognize the main thrust'of each simulationlas the 2 '

author intended, even though other dynamics were also:represented. . ''
.:

.. , ;

The materials were created in the'form of simulations on video tape .

along with a leader's manual to standardize their use and the subsequent ,..,.
class discussion (Appendlx F). . x

ti

\

.

Cl
1)

The 'viewing of the materials and discuSkion intendedor groups
of eight g fifteen students. The materials were not designed for large.
groups. I was intendedthatthe group be led by a teacher who. would

4 be equippe 'With a manual.

iThe lowing and discussion period for One simulation required
approximately two hours. It was not assumed that students" would .,

necessarily observe each simulation during the duration of a course.
No specific sequencing of the materials was intended.
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A. The Filming- Iv

,-

° '
.

p ,

i "v he authors developed the simulations 1by first establishing the need /

and ,goals described above. Next:a script was 'created for each, issue to
be simulated. ,(Appendix.c). The purpose of the script was to clarify,
the authors' concePtion.of,how the issue might be manifested in a group,,,,,

A
, L At the same tiiilet, the .authoi's created a hypothetical., group by ,

identifying various personality types prevalent, in groups. These
types were selected ()lithe basis of types experienced by-theeuthers
in groups. Whin the eYpes were not intended to be all inclusive, they
did represent these individuals',exieriences with major' personality

..types in grOups
. , .- . ,

..
..,,- .

- ,
,

. . *',Brief character descriptions for each type were written (see Appendix
l). In creating the scripts, an effort was. made to imagineAlow each
pOsonality type would feel about andoreactto the issuebeingsimulated.

,

4b1 . %.
.

'.. Persons portraying the hypothetical. members of the group were selected.
.from students in the, matters and doctoral degree programs in counselor ,
education at the OrtiverSity of Pittsburgh. -The authors selected each

.

'°

person on the basisof their belief that s/he fit one of the personality
tIt'

types described above. ,
.

. :
.

...

. At Ahe.time of tht filming,.the.authors inliolved the members of the.
hypothetical groUP in a discussion ovariops !character types in:groups. ____i)

'The memtrers were asked, to idbntify with Da particular type that they
ould portray in'the simulations." toiscusioA continued centering on

eme. thoughts, feelings, and of eogh type.
/.

, ,

, a The members,were then told of an event orthey originated events
which would Occur in tie hypothetical group and they were told of th
issue .to be simulated. (Some events .were very=loosery based on' the
VcrilAs, others were not.) Some discussion :of how each chara", type
Might feel And react to an event and the issue follqw4d. A for
the simulation' was planned.

,

P
An improvisation based on the event described s

.

en f med. During

- /

that improvisation the members tried to behave as i here sere an actual
leaden in the group; members would direct statements to the deader and
they would, speak about the leader. In reality there vAS no designated
leader present . For some sibulations, the leader was referred to as a
female; for others, a male. ,

0

,
t

This procedure, was followed for each simulation. The improvisations
were.filmtd on Sony.three quarter (3/4) inch color video tape. Later a,
print was made on Sony one-half (1/2) inch black and 'White video tape.

f , '

4.

The number of simulations made on each issue depended on the,actors'
mobility to identify with the issue.
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The filming session yielded eight Simulations: one on dependency,
thrbe on competence/trust, one on hostility, two on Spxuility, and one
on separation.

S. The Try -Out Phase

k,

{1

x»1\

The trying out of the materials was conducted 6y havingthree doctoral
, students in Counselor Education at the University ofPittsburgh v ew all

the simulations and provide feedback on the materialS. The Try-0 t

.Reaction Sheet appears i4 Appendix D. /A simulation was judged acce table .

.ifttwo of the three judges ranked the simulation above or in the middle ".

of three descriptive rating scales provided in the Try-Out Reaction Sheet.

. i#41

/C1 The Field Trial

"Fourteen stUdents just having completed Masters degrees in counselor
-educatron at the University of Pittsburgh participated in the field trial.
Thexpattended eight two-hour sessions at each of which,a'simulation was
shown and discussion was conducted according to the manual provided.
The leader of the studpnt group was a doctoral student in the Counselor
.Education program at 7he University of Pittsburgh.

Each simulation was evaluated on the bhsis of three forms: A
Participants' Rating Scale (Appendix A), a Participants' Reaction Sheet
(Appendix B), and a Leader's Reaction Sheet (Appendix E). The overall
effectiveness of the materials was evaluated by summarizing the data
from these forms and from a Participants' Overall ReaCtion Sheet (Appendix
C).

Student evalUation remained anonylimus by having the students identify
themselves by number.

The basis for.the evaluation forms vas derived from those used by
S. L. Gross (Ph. D. Dissertation, Uniyersity of Pittsblirgh, 19/3) and
J. M. Fitch (Ph. D. Dissertation, University of Pittsburgh, 1975).

33
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V. -RESULTS

A. T* Try-Out Phase

.29:

The results of the try -ou ph se of this,,stud ow_the diOiculty
in\isoiating the issues in'the member e rtelatidnihip. they also
shot4th.at the simulations were rated rather consistently high. as to
interest and realism. Tabulations showing the\T'y -out resulteappear-
in Appendix I.

The Try-out Reaction-Sheet was designed to obtain feedbadk on the
sontent'of the video tape in order to determine whether the judges 4aw
the issues.simulated..as they actually intended.

There were two acceptance criteria:. (1) the ranking first by two
of the three judges of the issues intende .t be simUlate .nd (2) the
ranking of the interest, realism and nical qual' wove or.at the
middle rating.

Three students in the doctora in counselor education at
° the Universitrof Pittsburgh w- e selected by the authorS to act as

judges-:in'the study. Each b extensive experience leading groups. .

TO° of the judges w= e white women, one.spoke English as a second
language. The other dge w -a Black male.

4 --

Although -they observed the videO-tapes together4 they rate4 thei
separately.

The results, -of their judging follows.'

It should be noted that for purposes of simplicity, the simulations
discussed throughout the re index of this paper will be referred to
as follows:

-

video tape footage 050 will be
'video tape footage 161 will be

Trust
video tape fdqtage 221 and 243

video.tape Footage 280 w'
TrustqII °.

video, tape footage 4
video tape footage
video tape foota,g

_Trust in
and

video tapelodtage 584 will

called DependenEy
called Competence/

will be called

1 be called Competence/

will e called Sexuality I
85 will e called Sexuality II

546 will e called Competence/

'called
9

be'called Separation.
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The dependency simulation was considered by two pf the three judges
to be demonstrating dependency as intended by the author. The third
judge considered dependency to be the second most obvious issue
simulated. On this basis, the. simulation was considered acceptable
for use in thefield trial.

Competence/Trust I was accepted for use since two judges saw the
tended issue, competence/trust, as the primary issue and judges
sidered competence/trust and another 'issue as the main issue

dim lated.

All'judges saw Hostility as depicting'hostility, as intended. It/
was, therefore, accepted for use. .

The second half of Hostility was evaluated. separately so that,it
could be used independently if desired. It was also accepted as a
simulation of hostility since two judges saw the issue depicted as

_hostility; it was also noted that g variety'of other issues was seen
in thisosimulation-

Competence/Trust II was accepted because two judges saw competence/
trust as the main issue; again, a variety of other issues'was noted by
the judges.

Two judges saw sexuality as the main issue in Sexuality I. This
simulation was accepted for use in'the field trial.

S'exuality II became an exception to the acceptanCe policy. One
dge saw sexuality as,the major issue; two.,judges ranked it -second.

One of the two who ranked it second ranked hostility first. Since,
- literature previously mentioned (page -)-suggegts the, iffi6ulty of
di§tingqishing between sexuality and hostility in group the authors
allowed,this simulation 't(5 become, an exception to-the a c tance policy.

Co petence/Trust III was changed from hostility to competence/trust
since two judges saw competence/trust as the main i'sue and one judge

' ranked it second in imporitance.

.

All judges saw Separation as intended; it simulated separation
therefore, was accepted forruse in the field /triad..

-On.the baSis of the ratings of 'interest] realism;- and
quail*, all simulationk Were considered acceptable for use in the
field tr/tal.

e results ef'the interest,and.realism were all (except for one
judges rating of the second half of Hostility and one judge's" rating
Of'Separation) ranked in, the highest or second highest rating.'
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The third category, technical quality, yielded a greater variety

of responses. Often the ratings were in extreme opposition--very high

or very low.
/4--

e

One of the judges later explqined that her dif iculty with the

techn. al quality of the simulations came from her ifficulty with

hear the language well, since English is her sec ndlanguage.

Competence/Trust II would have been considered unacceptable on the

basis of its low technical rating, but it was considered adexception

for this reason, It had-receiired twe-"fair" technical ratings and one

"well done" rating.

On, the basis of recognition of the issue simulated and.ratings of

interest; realism, and technical quality, eight simulations were

available for use in the field trial.-
--->

B. The Field 1CiTa1 //

The field trial was conducted for four consecutive,days from 10:00

to 12':00 and from 1:00 to 3:00 beginning on June 23rd, 1975. The group

consisted of fourteen volunteers who had just received Masters degrees

in COunselor Education at the University of Pittsburgh in the Day or

.Evening programs. There were thirteen females and one male, and the

group was led by a Black doctoral-student in Counselor Education from

the University of Pittsburgh.. There were two black females in the group.

Attendance in ihe gro4, ranged as low as eleven on occasion but

remained mostly at thirteen or fourteen.
0

It should be noted that the group was highl esistant to Completing

the written questionnaires provided for evIllu ion of the materials.

They found the questionnaires redundant'and stifling.

The results of the fiel trial will be related through an examination

of the Participants' Rating ale, the Participants' Reaction Sheet, the

Leader Reaction Sheet, the Par icipants' Overall Reaction Sheet, a report

ona. taped interview with the articipantg, and alseport on a taped interview,

with the leader.

Participants' Ratidg Scale

- Tabulations of the Participants' Rating Scale for eac sim lation used

in,the fierd, trial appear in Appendix J.

These figures show that the participants tended to .t-a 1 elements

in the scale--usefariesinterest, realism, and clar-it -sim larly.

CompetencelTrUstj and Competen Trugt III received the lowest

ratings and the greatest ratings; Sexuality I and Separation

were rated highest and:recely-high amount of unanimity.
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With the exception of Competence/Trust
participants ranked each simulation in the
rating for each category on the scale.:.

Participants' Reaction Sheet

I, the majority of the
highest or second' highest

The results of the Participants' Reaction Sheet will be considered
in two parts: first the "yes" and "no" answers and second, the commentsto the questions. Tabulations of the "yes" and "no" answers appear inAppendix K.

4

0On many occasions, it was difficult to determine whether the,
participants were responding "yes" or "no" to the questions on the'
Participants' Reaction Sheet. Frequently only a'comment was made.-Since space was ptovided on the questionnaire under the."yes" and
"no" responses, the authors assumed that a comment in the "yes" spade
meant a "yes" answer and vice ver

1

a.- This inference maysnot always

1c14-.

have been valid since remarks in t e "yes" space, for example, some
times appeared to be saying "no" to question. Nevertheless, theauthors made the inference that unless a "yes" or "no ". response was
designated specifically, the location of the answer indicated the.-----response.

The vast majority of the respones to thd questions on the Participants"
Reaction Sheet were "yes." For that reason, the authors consideredresponses with a proportionof "no" answers'to benotewort0. Onfour occasions more -twee participants respOnded "no" to a question.

In responding to th affect generated by Competence/Trust I, 'sevenparticipants saw Tne:;s4 ulation.as facilitative; six saw it as impeding
awareness of affect related to that-assue.--Itsis interesting to note thatall participants saw the class discussion accompanying that simulation
as facilitative in increasing awareness of affect.

ehr

In response to Sexuality I*, ten participants saw the simulation
as facilitative in increasing awareness of affect; four,saw the simulationas impeding. In that situation, the responses to the class discussion intermt'of facilitating or impeding awareness of affect were not as strik
ten yes's, two no's.

The response to Separation slibwed that eight participants 'saw the
simulation as facilitative in their learning about their typical behaviotin that situation; four saw the siiiplation., as impeding thaf process.

41,

The final area of.wide disagreement was also in 'the separatiOnsimulation; there seven participants found that 'the class discussion
facilitated awareness of alternative behaviors; five sawthe discussionas impeding.



Aside from the responses noted above leant differences
were noted between the responses to the simulation or the clasS discussion
in any of the areas questioned.

A consideration of each simulation #nd the subsequent class
discussion may show areas,of particular effectiveness Or,ineffective-
ness.

The dependency simulation appear to
on the issue both by use of the simulatio
it gen se simulation appeared we
typicaL behavior; an the class discussion
awareness of the i ications of behay.

Compete
discussi
seem

st I appear
garding affe

be especia

be ost effective in focusing
elf and the class discussion

est facilitating awareness of
was- -weakest in increasing t.

e most effective in promo
nerated by the issue. The simula

effective in the same area.

ng class
on,

Hostility evoked irly consistent responses to all questions and,
therefore, showed n high or.low areas.

r

The weakest areas for Competence/Trust,II were.the simulation's
ability to focus op the issud-and the class discussion'sllbility.to
promote awareness0Of.affect regarding the ,issUe

Although responses-to Sexuality I show that this simulation was
weakest in increasing awareness of affect-regarding the issue, there'
were reports of highly emotional sharing'of experiences with*theissues.
This simulation appeared to be most effective in-increasing focus-Oh
the issue and the class discussion was effective in promoting aware- .

nes5 of typical behavior.

4

Responses to questions regarding Sexuality II and Competence/Trust
(III showed consistent "yes" responses to all questions with few exception5.

The separation simulation Seemed 1 st effective in evoking aware-
Lness_uf_typical behavior, and" the iscussion appeared to do little
to increase awareness of alternative behavidrs. The simulation was
particularly effective in focusing on the issue. The class discussion
was most effective in focusing on the issue, in.increasing awareness
of affect and in increasing awareness-of typical behavior.

In order to report the°comments on'the questions which appeared in
the Partieipants' Reaction Sheet, the responses have been placed into
three categories: those respOnses which allude to how or what the
participants learned, those responses which refer to problems which
occurred during the field trial and those responses which would be
useful suggestions for future use. The latter will be presented in
'the "Discussion" sectiomof this paper.

I
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According to the participants, the simulations'served as energizers"

in the experience, The affectgenerateefrow watching the simulations
caused the student to feel pressured. Students felt a needoto respond
to the video taped group or to learn how to respond for future use.
The'effectiveness of these materials"seemed tobe, then, in initially
producing this motivation.

8

The simulations were described by one participant 'aS the "kickoff".

with the class discussion being the substance.. Many suggested that the
,

discussion,clarified-the affect. .

.

10.

Often the discussion would bring out past experirces41thich the
,gtudents recalled after seeing the. simulation.v In the class discussion
the simulation was used-as a common referrent which served to define the

discussion in 'precise terms. The peer group orstudent-leaders was
then used to check out typical behavior and alternative-behaviors.

Frequently, members n ted the parallel process existing between
their group and the grou on -the video tape. They noted that they

often learned about their ygical behavior, for example, by observing
how they behaved in the parallel process.

.
. .

As the group progressed, it moved to Iess,and less reliance on the
leader for structuring.

The following are descriptions of specific kinds of learning
reported' by some memb's during' the field-trial.

1. They learned some ways in"which their own affect would get
in the 14y of what was best for the group they might be leading.

2. They learned about how they; as leaders,.might over=
-.identify with members of their, gro*

3. They began to,identify themselves as group leaders rather
n as members.

.
- Thpyjearned some leadership styles ,as shown by the

alternative-behaviors Sliggested-by,classimembers1
5. They beganto-iOntify'severa issues occurring in the.

-video taped group. o

6. They learned, of some unt ed issues which they needed
to deal with in ordet-t6become more e ctive leaders.

7. They learned that they need_to devel-Or_ways -to deal with
feelings they, as leaders., have which they consider to be-un,.1

of scious and

ers of their,-

acceptable, feelings. .

8. They learned th&tas leaders they Wil
unconscious feelings, such a)sk attract' for

groups.

39'
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Problems occurring during the field trial were also reported by the
members.

Many members noted difficulty identifying as a leader while watching
the video tape. This problem was reported to decrease with time and to
be less relevant for students who had led several groups prior to the
field trial experience.

Students were sometimes frustrated by the limitation of being able
only to fantasize about the implications of their behavior and about
alternative behaviors. They would, like to have had a chance to0try
out possible behiWorS. 'There was some mention of difficulty in hearing.
(letting in) the alternatives suggested.

(1

A rather esoteric difficulty is that students reported that knowing
some individuals in the ,video tape distracted them at first..'

'Several commerits'were,made about the non-existent leader'of the video
taped group: Students were,confused bylthe chknge inleader name and sex.
Onestudent had difficulty identifying with a leader of the opposite sex..
Defining the .behavior of the leader too precisely causedlstudents to lose
their,identification.with the leader tole. This was reported to be
especially true ih the videRtape on the leader who was late. (Competence/
Trust °III)

The issue of-how a led'er deals with her/his st ng egative feelings
toward members 1080 a pressing-one'whieh wap ipt re olved for many Members.

Students reported having little or no affective respon:se'to Competence/
Trust I.

Theierm "Competence/Trust" was confusing it the students. ,

Leader Reaction Sheets

oThere was resistance on the.part of the leader )in filling out: the
.Leader Reaction Sheets. The resulting forms did nod provide any
significant' information. (Information from the leader will be provided

.

,'.in.aireport on a taped interview with the leader.)
0. ,

. r.
O

Participants' Overall Reaction Sheet

The tabdlatiOns of,the Participants' Overall Reaction Sheet appear
in Appendix L. The results show that both the simulations and the class
discussion rated very high in helpfulnis'in all areas-- increased
vecognition of the issue,oawareness of affect, awareness of typical.
behavior,. implications of behavior and awareness of alternative'behaviors.
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The class'discussion ranked slightly'higher
in all areas.

ilesimulations were shown being especially
students in recognizing the issues. They were

0 increasing awareness of alternative behaviors.

Taped Interview with ihe Student Group

than the simulations

effective in aiding
east effective in

...

Because of the strong negative af ect/expressed by the members of
the class regarding the questionnair s, Oe,author Odecided to terview
the Members as an added source of't act iOn to the field trial./ (There
wa*/no resistance to

/

tnis form
,

a athe )

,Although many of the comme
comments made on theoParticip
have been included in order o
by the participants.

s made on the tape were repetitious of
ts' Reaction heet, relevant remarks
demonstrate those responses stressed \

Again, resp ses haNe been classified as those referring to learning,\,
those referri to problems. and suggestions. The suggestions will
appear in t Distussibn" Section of this paper.

Regarda<fig the learning during the field trial, the students made
these comfients:

1. The simulatiqns helped them learn,about theiaffect as leaders.
2. They learned `tme of the implications of being a leader in terms

of some of'the issues with which they would be confronted.
'3. They experienced being called leader.
4. They became aware of unresolved issues within themselves.
5. They learned that they might behave asleaders in-a/way which

would not be facilitative to the group.
6. They learned to recognize issues occurring within a video aped

group and,they.defined these issues. .°

hey liarned to recognize What,Was occuring in the class group
by watching the video taped group.

Again students commented that the simulations helped, them get in touch
with their affect and the class discussion clarified what they experienced.

The students felt that the timing of the WorkshOp's--twice.-a day for
four days--added to the effeCtiveneSsotif the eXperienceby ,heightening its
intensity.

0

I
Participants In the field trial recognited these problems:

1. TheT.did.not learn enough about the consequnce of their beha v'ior
.

-

and about alternative behaviors.
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' '2. They sometimes had difficulty being leaders. This iMProve
with time.

I .

3. The change in leader name and sex on the video tape
confusing.. * '4

.

4. They had difficulty identifying with the leader,r i 0
they identified too strongly with the member affect being': eased
This occurred in the separation simulation.

5. Too specific a description of leader behavior (as Obc'Ors
in Competence /Trust III) makes identification with the leader role
difficult for the students.

6. It is necessary to be in touch with one's potential to be
the wdy the group describes the leader in order to have an affective
response to the simulation.

7. The students needed to know the kind of group.they were
watching and the group's length.

Taped Interview with the Leader

The'assessment of the field trial made by the leader has teen
divided into two areas: specific comment regarding each simulation
and general comments on the entire experience.

The comments froM the, tape selected for reporting were those which
referred to how or what the participants were learning (this sometimes
took the form of what Was going on or discussed in the group), the problems
which ,ocourred, and suggestions made.

The leader deScribed the first simulation, dependency, as yielding
a high affective response during the observation of the video tape.--,
The discussion of their affect afterward was difficult; and 'the leader
felt the need to help participants articulate what they experienced'.
The students learned about the issue by seeil?g it and recognizing what
was occurring.

The leader noed that it was easy for the students to focus on the
proces's rather than the content of the first simulation. On the-qther
hand, it seemed difficult for participants to discuss alternative
behaviors.

During this first session the group asked for guidelines in terms
of the field trial group in much the same way the video taped group
asked for guidelines. The students did not notice the similarity. ,

The viewing. Competence/Trust I did not evoke a strong affective
response according to the leader. Affect was generated later by a
discussion of similar events outside the group and by the leader's
challenging the members to get in touch with their affect regatding
the video tape. .
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Again students had difficulty dealing with typical behavior,
implications of behavior, and alternative behaviors..

The class discussion moved to trust within the group itself.
Students noticed the similarity,between their concerns and those
expressedby the members of the video taped group.

The leader characterized the third session, which used both
parts of Hostility, as full of confusion and energy. He felt a
loss of central position in the group. He described cross conversations
which excluded him. Students followed the Structuregof the discussion
without guidance from the leader.

The .members seemed more free to share their affect aid typical
behavior. (Tit leader attributesthis change possibly to his challenge
of the group the day before or to the simulation itself.) .-

Much class discussion centered around what to do with.
affect toward a member when one is leading a group. The leader
'experienced ambivalence about sharing his negative affect.tegarding
a member of the group.

In the afternoon session, when Competence/Trust II was shown,
the leader noted the students' developing increased feelings for
members of the video taped group. It was as if they were getting to
know and to-like and dislike members of that group. The student
group became divided about uthat was occurring in the video taped'
grolip; they were split in their'siding with members ofthe video
taped group.

The leader resolved hig ambivalence about a member who was annoying
him and he confronted her. .

The group became split. on his behavior.9 Ille;issue c
what leaders should do with negative feelings toward gro

Sexuality I evoked a great deal of affect. As the
proceeded, the. members revealed a great deal about them
stress seemed to be on how they felt about the issue.
could not account for,the high Affect and the high leve
which occurred. He noted the timelessness: that is, t
popularity, of the topic as a possibility.

ntered.aroundl
p members.

iscussion
elves as
e leader
of sharing
e current

. According to the leader, students seemed to learn, a out incongruities
between their feelings and behavior regarding this issu

The group became protective around the video:tape- ember who had
revealed himself in that simulation and hisyentagonist became the
student group's antagonist.
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- The leader observed the student group still struggling with lack
of resolution regarding the. issue of negative Teelirts toward members
of the group one is leading.

,

The leader described the student group in the next session when
Sexual$ty II was shown as orderly. They appeared to have a clear set
of,rules to follow as a group.

'

The response to the video tape wasa pressur o reach A consensus
regarding the appropriate behaVior in this situati n. The leader was
strongly aware of the press,in the group'to reach greement.

When Competence/Trust III was shpwn, the leer noted the
participants' difficulty in identifYing with, th leader described

'on the video tape. HO asked' members to get in tou with similar
attacks they had experienced as nOn-leaders; .and while the students

.were able to contact that affect, they lost it again when they tried
to relateto themselves as leaders. The leader described the group
As unable to experience themselves as "bad" leaders and that they
were in a hurry to get-a14ay from the simulation.,'

,

When the separation simulation w.kt shown, the students had
,

difficulty contacting their leader, role. Most id9ntified with the
position of member. In that role, they saw a great deal about their
typical behavior: When they did get in touch with their leader role,
they again experienced the incongruity of their affect and behavior.

In general,,the leader. saw the simulations J's evoking "gut reaction"
from the participants. He noted that the participants were, able to
articulate their affective response more effectivik thrOugh time.
They learned about what was going on inside then as leaders.? They
seemed often to'experienceihe incongruity between their feelings and
their behavior regarding certain issues. The simulations seemed to
help the students to recognize and assess process as occurring in grpups.

The effectiveness of the class dispussion, according tg the leader,
was as a sorting out process where many different ideas were shared.

4
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VI. DISCUSSION

The discussion of this study will consider the creationof the
video taped simulations, the try-out phase, and'the fiefd trial.

/

. The Creation of the Vi
Simulations.

A great deal was learned about the ma jig of video taped simulations
during the actual taping procedure.

The ch-aracter sketches which had been valuable to the authors in ,

conceptualizing group members proved to be confining to the actors in
the video taped group. When they tried to fit into described roles,
they became less spontaneous. For that reason, the attempt to have pt.
the actors behave according to a prescribed role was abandoned early
in the taping. Allowing-the actors to be themselves was.much more
facilitative And accomplished the same goal as the character/sketches
because each actor had actually been selected because his real
TOSonality type represented one of the types desetibed in the
character sketches.

The character sketches had beeh given tovthe actors- because thek
authOrs felt that the actors needed data out of whichto.playa
In retrospect, it seems that more effective data might be provided,
by giving the actors details about the group--its setting, *poqe,
duration, etc. This kind of information would not only aid members
in conceptualizing their roles, it would also result in,tfie creation
of a more consistent picture of the group being shown.

The authors noticed that on some occasions on the video tape,
the group somewhat blatantly articulated the issues. For example, a

': member might actually say, "I'm feeling dependent and I want the
eader-to help me." While that message is the correct one to,relay,
the authors prefer less.explidit articulation of the issue because
the latter seems more realistic. The blatant statements seemed to
occur when actors Were prepared for a iriaed tape scene brbeingi"
given the issue to portray with little stress beingeplaced on the
event to be acted out. When stress was placed on thd event, the
issue seemed/to emerge naturally..

Awkwardness, existed during the filming because of the absence of
an, actual leader. The actors had difficulty making statements directly

_at an imaginary leader. ,They would occasionally ask questions which
required a response of the leader. The resulti silence was awkward.

4 5
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The authors noted that vireo taping in the evening for three hours
was strenuous for the actors; they seemed to lose their spontaneity
toward the end of the session. Another disadvantage of that timing was
that the group had no informal time to get to know one another and to
evolve into an actual group. .

Having the actors develop more fully into a group would have_been
an advantage since the actors would then have more history with which
to play their roles.

-While the taping procedure seemed to p;hduce efective simulations,
attention to the above-mentioned details might improve the product.

B. .76 Try-Out Phase

The results of asking judges to identify issues showed the difficulty
'of isolating issues-in groups. Although it is commonly accepted that
many different things are occurring in a group. at the same time, it was
difficult to create a scene which observers would agree showed a
particular issue predominately.

On the other hand, once the simulations were labelled according to
how a consensus of the judges viewed them, the participants; for the
most part, agreed with the simulations label. These facts suggest
the importance of a judging phase.,

r.

The responses to the question of the technical quality of the
simulations seemed to yield little valuable idormation. The-widOrange
of responses to the same simulation regarding the technical, quality
may be partly attributed to the judge with language difficulties, but
the wide rabge of responses might ..also suggest that the judges'were
each defining "technical quality" differently. The judges might have
been unclear,for example,.about what presented difficulties for them
in.their observing of particular simulation.

It appearS then that the responses to the question of the central
issue in the simulations were valuable responses, for the most part.
The responses to the technical quality rating of the simulations
suggest that the question might have been interpreted in a variety
of ways by the judges.

C. The Field Trial

The discussion of the'fiel trial will be divided into the following
'areas:` the materials, the p ticipants, the group experience, ihe
evaluation procedure, and tie learning process.

46.
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The Materials

From the responses gathered from the participants, it appears that
the creation of an affectiveresponse is central to the success of.the
materials. It seems clear tfiat Competence/Trust I was less effective
because it did not generate affect in the participants.

On the other hand, it:may be that too much affect. is also not good.
The separation simulation is an illustration of this. Since the students
observing the video tape were at'the.last session of the last class they
would attend in the Counselor Education Program which they had attended
for one and, in some cases, two years, they were feeling the effects of
separation very strongly when they saw the video tape. It seemed that
the heightened emotion which the viewing produced did more to iMmobilize
the group than to generate'problem sol4vingenergy. The participants
reported great diffidulty identifying with the leader role then and
were moved to their own current separation rather than to their

17

professional role in separation.

It seems that a simulation is effective if it can cause the viewer
to feel a:pr'essure to solve the problem created. Feeling pressured
seems to create the motivation which is central to the effectiveness

v .

of the materials.

The simulations created for the field trial clearly served the need
for wIlich they were intended and. were obvieusly seen as valuable by the
participants. The students frequently mentioned the newness-of placing
4themselVes in a leader role and how they experienced events differently
from that perspective. They described themselves as learning to see
issues clearly which.previously.had been value notions read about or
experienced as memberS. Apparently, the simple fact of being called
a reader took on a growth producing function as the'field trial
progressed.

The comments on the process of the students' growth during the field
trial suggest that some members learried to observe themselves as leaders
and to observe groups in terms of issues"in a relationship. This is .

apparent because the group- and the leader reported decreasing reliance
on the leader, increased.self-initiated inquiry and improved observational
techniques. In other words, they grew to rely less on help in following
the learning model provided.for them..

1 /4 ,

The participants reported that,they learned most about themselves
during the field trial. Although the learning was aimed at leader develop-
ment, its use in personal or professional areas may depend op/Where the
student is in-:his personal and professional development.

It may be that the goals of increasing awareness of affect and typical
behavior, the learning of the implidations of that behavior and some

4
.
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- alternative behaviors were too ambitious for an eight-session\ workshop'.
.

The students clearly felt that the last two objectives were not met.
On the other hand, to lim,it the objectives of these materials to
simply increasing affective awareness and to learning about.typi,pal,

_

'behavior is to deny the fullpotential of the materials.

Perhaps more 'time than one session could beallowda for each
simulation and discussion. are related activities such as Tsycho-
draMa could be used so that students. could act out alternatives; and

4::e simulations showing the implications of the various modes of
der behavior could be shown.,

One area of unresolved inquiry for the.author is the role of the
simulation versus the clasa dlpcussion in the experience. It seems-
clear that the class discussion could not have proceeded as'effectively
without the use of the simulation material. And certainly the
simulation without the model for class discussion would not have been,
as effective. The question still unanswered is-whichthe simulation
or the class discussion,.-did what.'

43

Participant response did not answer this question as hoped. On
some occasions, participants would disagree about whether the simulation
or the class discussion was responsible for certain lands of learning
-which-took place. Most of the time, the students attributed most of
their learning equally to both. The Participants' Overall Reaction
Sheet rated the class discussion slightly higher in all areas. The
authors believe the students responded highest in that area because
that was their area of active involvement., They were not aware of
the impact of the simulation in triggering that class discussion.

These responses are difficult to interpret. ror example, sometimes
students would attribute, the simulation and not the class discussion
to their learning about alternative behaviors. It is difficult to see
how that learning could have taken place without the class discussion.
It is equally difficult to,dismiss the role of the simulation in the
creating of effdpt.

At this time, it does not seem possible to separate what occurred
in the field atrial in.order to determine the role of the simulations
versus the class discussion.

The Participants

It- is important to look at some of the unique characteristics of
the students involved in'the field trial.

' The class was made up of volunteers who had just completed-.a
'Masters degree program in, counselor education. Many of,th-bm had just

48
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been, hired for jobs or were apglying'for jobs and said they felt inadequate
about their work with. groups., For this reason, the group was especially
highly motivated.

In this group, the ;e was an exceptiofially. high percentage of verb
eager, and questioning students.

4 ,
*.

All of these students were dealing with separation frava rather
intense interpersonal miperibnce as students_in-a-counielor education
program. The field trial,--iiirtiespect, served as one last class
to take together before leaving the department.

The group's composition was almostentirely white female. This may
account for some dynamics in the group. Some members r4orted feeling

competition for males in that group and instead, experienced a
bond with the other women. So the homogenous sec grouping seemed
to better risk-taking in the,group.

,This special composition of 'students eager for one more class may
hdve attributed to some of the success of thefield trial since this
group was essentially highly motivated.

The Group Experience

One particular findineduring the'f eld trig is worthy of some
discussion.

The students, the leader of the group, and the authors all noted
that after observing a video tape, the student group of en dealt within
their group with the same issues which were manifest in the simulation
just seen. This parallelism was striking on several occasions.

In the first session, the video taped group expressed concern
about guidelines and the need for structure. The discusiion in the
student group which followed the viewing of that simulation dealt with,
among other things, the procedures to be followed in the student group,

- the starting time, and other issue. related to the-setting of guide-
lines.

Just as the second video tape dealt with tryst issues, the members
of the student group questioned the role of their leader and noted
that som &'members of their group were stranger§ they.were not read
to trust. .

\

In the sess"on, the group discus§ed what-;').eader should de -
.

,

when s/he expe s negative feeli gs for a member of the group. This
discUssion was in response to neg-afive feelings students had for a member

iv alence ab ut'dealing wi s own negative feelings for

of the video taped group.. Latei in scribing that session, the leader
expressed amb
a member of,;the stude group./

,

i
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In session four the student group became split over reactions to,
the leader's way of finally dealing with his negative feelings toward
a member. The student group was also split on-60 assessment of
what had occurred in the video taped group.

4-, ,
.

In the next bid-sessions, the vi taped group betomes cohesive
. as discussions are characterized-by_very_ sonal sharing on the part
of the members. The student group also beddm 'nvalitgdin very
intimate sharing and by the end the sixth sess n, the-readep-
experienced group pressure to conform td the majorit ppinionNop
alternative. behaviors regarding the issue presented. . -,

.

The student group's behavior does not parallel the video taped
group in session seven. Here students report that they are unable
to identify with that simulation, (Competence/Trust III is actually
out of sequence in terms of-what (might occur in a group's development.
Usually the kind of challenge of the leader which occurs in this.simu-

- lation would occur much earlier.in a group's life.)
.,

Finally, the student group made pans to meet after the group
ends so that the members would have another occasion to get together
as the video-taped group plans forulater meetings.

The parallels which apparently existed between the_video ta ed
group and the student group suggest many possibilities for learn= -,,

by the use of simulation in general and.for training group leaders-in
particular.

Because the student group moved through the developmental phasesQ;:,,-7---

in the exact same order and at exactly thekathe time as the video taped
group, the students were much mere aware of their own dynamiCs and they
were better able to articulate what was happening to them and to the
members of the video taped group In effect, they were seeing and
feeling the issues at the same time:- This combination of dogn tine
and affective learning has the potentia a poweiful learnin devide.

A similar effect is sometimes created wheA lidents are able to
watch themselves in .a groupon video tape. The adv ge of the.design,
used in this studycomes from the students' watching gb e ne else. Th
result is that they 'can allow themselvds to see behaVior in mkone
else first which is more safe than se ing it.in.theinselves. Anoier
advantage of this design is that the to cher can control the proce
by selecting what the students will see., tudents watching a video
tape of themselves in effect control not on what they see (that-is,
what they_vill allow themselves to see of them Ives) bUt what they do
in the films.' In _this design the students see behavior which they
might not own in themselves and then they recogni40 he behavior in
themselves.
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Several questions about the parallelism-arise. T' What extent does
viewing a video tape sofa group behavint'in a certAin manner trigger,.
that behavior in the viewing '? Since much group theory literature
Addresses itself to thepattifal.developmentarstages of groups,
difficult to deterkinethe extent to which the videp tapes triggered °

th4se stages in the viewing group. A study addressing itself to this
question would be valuable. It may be found _WV-simulations can alter
the phases; this would show that a strong-coirtagion between the filmed
group and the student group exists...--There seems to be, from this study,
the possibility t at.use of simulation4As a stimulus for learning in
the affective ea of interpersonal relations could be extensive:

The is also spm question_ about how this parallelism can best
d to facilitate 1 rning, As has been determined by the '

erature,tite ove, many theorists value the use of group
parcipation as training for group 'leaders. 'Participation in this
,StUdent-group.would have the heightened effect that comes with viewing

----'- grodp experiencing what the students are actually exp

The value for the students in the role of leader is more difficult
to assess. In the field trial they seemed to vacillate between
idtntifying.themselves as members and as leaders. Sometimes they
were unable to gain sufficient distance from .the process to, view it
professionally.

------,
It is the view f-the authors that a.skilled leader of the s udent

---..group is jleba0 n order .to help the_ students bridge the gap between
eir roltia member of the,student group and their role as leader

of v o taped group. Siiite the student group is not a ?ersonal
grow oUp itself, the energy stimulated by- the..experience needs to

-ht-harness for specific use in leader development4-N

Tt seems that e splitting of-these two es is at the core
potential effectivene of these material . What they seem to do best,

of been done, ore, is to make use of the membership role
student awarene by, observation and participation and
at awareness to incr se the skill of the student as a .
oups.

which has
to heighte
then use t
leader of

This method of training group leaders different from the methods
currently being -used.

,'--
.

It teaPhessome of the same-things traditional learned through
group membership but it does sol-fra:mOre_focused-man As the
students slaw it, the video tepesprved as common refer re s. An
added advantage of this design is that the teacher can mania ate that
the students experience.

<0.
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The simulations and-Irl-x55,-3Igetinion,Can also be o teach
many- of the didaetie-principles-aught--in-grourtheory. Here the
approach is from the ex iential.-to llg co -.1A-ire.

The Eyaruation -Prooedure

-

Although each of the evaluationninstrumentaptoduced Similar
results°, there is some question about the validity of both the
Participants! Rating Scald and the Oartidipants7 Reaction Sheet.

Since responses to all item on the rating scale were rank d
nearly the samthere is tome question as to how we h ents
differpntiata-between items.' Perhaps more precise ques ions need.%_
tobrF asked. For example, when students were evaluating
were they evaluating the pictorial-clarity or the proceP clarity? -f

There were several difficultiestwigh the Pirtiaiants' Reac
Sheet. Students objected to444zing to iespond to items on the basis
-of whkher they impeded or facilitated. Clearly there are many
alternative'possibilities between these twO-extremes. Students
()Nee d to being forced to select one or twoextreme positions.

*One StU t also noted that the word choice of
was often techn al. Words such as 7"simulation," "
-"impede," etc. we used. Perhaps moretsimple lan
heen used.

In addition to boredom;
identification with being a g
may be that the students resistet completing the fo
were unclear about what was being asked of them. -I
that they did not like being forced tone such ex
as between-facilitative and impeded. That heory wo
with the fact that student Comments on the rèa tion
were not responsive to the questions asked. An
°students did say that the questions did, not serve
allowing them to say what they thought was significa
experience.

,---
s the'studentSdescrib

-mihnber, as the au

he reaction sheet
acilitated,"
age could have

d it and
hors noted, it
becauie they
could also be __>-
reme_choices
id be consistent
heet sometimes
ily, the ,

a vehicle for
about the

All in
since they
trial, the

all, while the evaluation forms must have had some validity,
produced consistent ancbcongruent feedbac on the field
format of the questionnaires could be imp oved.

The Learning Process

It is important to examine the learning_process
trial in order to learn about the value of simulati

A _5 2

during the field
n as a learning tool.
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In all respects, these simulations denionstrated the advantages-
attritiae.dio simulations in the literature cited above:

The rAtings gn the realism scale and the extent of student
identification with titdeg:tape group show, thpt the-simulations
were accurate and believable models of personal growth-groups. The
authors` attribute the accuracy of the model to the dynamics which
grew out of the hix of actors selected for the simulation.

It was possible to control the.experience'of' the students in
the field trialto the extent that the issues which .were brought
up in the class discussion were predictable.

Literature on the value of simulation speaks of its worth as
"self- paced " - learning. In this base, the pacing, in part, took the
form of Whether the students dealt with the issues generated by the
simulations from a personal or a professional point ef view. '

---- ,;4-____,

The h interest level usually associated with the use of
simulations ly.existed in this study. Stu entS described them-
selves_as "energi 1 by the fimaktions.

4.

Twelker describes "cue rimination" as a kind of learning
associated with simulation. In t is case, the students began te-

.

observe grcidps in terms pf the issues manifested-_--

,,

Finally, it is in the area of in ,ting affective and co tive
Jearnimin which-these simulations4ppeared io.be most effedle. ,;

.Discussion of the experience appears in the Sectidn "The Group__xperience."
.------------.

....

It seems clear that the value commonly att :butid to learning by
simulation existed in this study. It.al gems that the use of simulation,
created a new and effective mg aiding in the traping of gr6up
leaders.
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VII. SUGGESTIONS

Many of the suggestions made below have been implied or state
above in the discussipn;.ihey,,have_been included here in order to

. presenf a thorough statement of recommendations.

A. The Taping Procedure

f the taping wereto be repeated, it might be helpful to do the
tapin over a longer period of time. This added time would allow the
actorr to develop a grodp feeling.

Would also be worthwhile to try placing more stress on the
group setting and on the-event to be simulated rather than specific
issues as a means of preparingthe actOrg.

Before future taping, the queS. ion of the position of the leader

.a4Nt
of the aped"group should be ex fined. Participants noted the,

'a
videoNt

effectiveness ,conversation directed a the leader. Perhaps some
new techniques could.be devised so that her/his absence would not be
awkwa d.

.

..,

T e authors preferred creating the simulations without a leader
to av id the possibility of students observing ,the video tape as
eVa ators of a leader's Style. Creating some simulations with a
leader present, however, would be a worthwhile alternative to try.
Perhaps, some way of alleviating the problem of the students"evaluating
the leader's style could be found.

_
-. 1.'t appears that the selection of the actors was an important N,
elemen in the making ofthe simulations. The actors' resistance to\
role-p aging designated character types shows the i ortance of
choosi g people who will manifest the behavior desi ed in a natural
manne . If they did not, the desired interaction ould not occur.

It has been noted thatihe judging s of the creation:' process
Seemed to be an importantlihaaein evalua the issues simulated.

, \

Since affectiVe response,tON,the'isaues i enfral-to the model,
having the judges respond to the affect they ex

\

ience may add
significant information to the pre-trial testing. Af a way of-judgng
the viability of.the simulations during the try-ou tease could be
devised, the resulting information wou14 increase the possibility of
learning before the,field trial which simulations would be more
effective learning tools.
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C. TheNhterials , *
,

While the materials produced in this paper appear to be effective
learning tool, some replication of this. study is necessary in order. to
evaluate how the materials are useful and the extent of their useful-.
nesi. ,

This field,.,trial pointed out the sequential Value of the materials.
It appears that students gained a gkeat 4ga.. from=observingthe.simUlatioris

,,in-what'represerited'AlilOup's deVelopmenfal pattern. "(Notice should be
.made that in following that pattern, compet9nce/Trdst III i& out of .

order in the video tape and &hoUld appear sometime before sexuality
when the group becomes cohesive.)

\
The use of the materials in ion-sequentiai ways as described in the

leader's manual would also. be worthy of study. Assessment of their
value used in that manner is di fioult-to make at this time.

other variation of this fie trial might be the investigation
of the use of the, materials over eight-week period as opposed to a
four-day wohop.

. It would also be'interesti g to intersperse similations' And class
discussion with various studen group role playing activities it order
to reinforce and to clarify t e learning occurring in the model already
described.

' 4-. . .

0 . .. ..,,-.

While it was suggested'forithe participant that theselmaterials
were most effective for those participants who had already led groups,
it might be interesting to examine the effectiveneis of the materials
on a groUp who had not led groups'. "Thi& information might .read to
determining other uses for the material,s:

.

.

Student empha is on the problem a leader's negat4ve feelings
toward members o the group has bro,ig1 to light another way of looking //

.
a At thi§ aspect of leader affect in a toup . The material might be

0

divided into -that- which refers to the Affect leaders feel in their
"interpersonal relations with members and that which refers to the affect
leader sexperience while observing'theinterpersonal relations Among -
members or, in general, the group dynamics.

Some re-examinhtion of the materials created here,di their use
in this regard may help leaders to sort out their feelings in groups.

D. The Evaluation Procedure

If this e aluation proCedure were -be used in the future, it would
be ecommende that both the-Partici nts' Rating Schle and t e Participants'and

' Reaction Shee be revised. The rating scale might be prov d by
'asking of MD e differentiated questions., The reaction she might be

7 .55



Sl

improved by asking questions which would allow for a wider range of
responses. The wording might also be changed to less technical lan age.

E. The Leader's Manual

Some re-examina4on'of the leader's manual is necessary. esent,
it is difficult to deteimine the role of the.student group leader in the
events of the field trial. This is an area for future study.

While'dne field trial does not provide, sufficient data on' the leader
of the student group, the authors would suggest that'the leader may need
special training in addition to the manual as preparation for leading a
student group.

The.manual might also place* more emphasis on the warming-up
procedures to be followed by the leader before showing the video tape.
It would be helpful if students were prepared, for the. watching of the
video tape each time by some discussion of the video taped group, some
discussion of what occurred the preVious session,sand by a raminder,
as suggested by the_ participants, that then are to serve as leader. It
might algo be mentioned in the manual, again, as suggested by the
participants, that some simulations need to be shown twice.

-.An aid to the effectiveness of the class discussion made by the
participants is to have students write their reactions to the simulation
before"the class discussion begins. Some participants noted that the
discussion had a kind of diluting effect on their own reactions. A
written statement of a student's initial reaction to the simulation
coylld then be compared with a student's feelings after the clasg
d cussion had been completed.

The concluiions reached on this.stud4are that the materials
created are worthwhile. Their value, however, needs to be more care-
fully studied by the use of subsequent field trials using some of the
variations suggested above.



P

57

Ct



52

or

ft

'a

APPENDIX A

PARTICIPANTS' RATING SCALE

'6

,On the following scale, please rate yOur general reactions to the
simulation 'experience you just observed.

. .

Very Useful
-.useful / V

O

Of some/

,

Of little
use

.

Useless ,

a.

a

. ,

/ / `/ . /
Very .Interesting Of oinal, Of little Of no interest'
interesting

^
i etest interest

...

Very RealisT111-4 Rather Not 'very Aiotfrealistic
ealistic 'realistic. ',realistic tall

..

. . / /

Very Clear Rathqr Not very :Not clear
clear clear clear at all

tt'
Vn

n

6
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APPENDIX 4

_PARTICIPAHTSLREACTION SHEET

You have just been exposed to a simulation of and class disOLISsiall
of as manifested ina oup.

Slease,answer the following questions regarding e simulation
material ana the subseqiient class discussion.

1. Did the simulation material 'help you filcus on the issue?'

A. Tf yes, how'was the simulation facilitative?-
B. If no, how did the simulation impede focus on the issue?

2. Did the class discussion help you focus on the isSlie?
%

A. If yes, how was the class discussion facilitative?
B. If no, hovi did the class discussion impede. focus on the issue?

3. Did7the simulation material help you become more aware of your
affect regarding this issue?

e
.A. If yes,.how did thsithulation material help you become

more aware of your affect regarding this issue?
/ B. If no, how did the simulation impede a areness of your

affect regarding this issue?

4. Did the class' discussion help you
resulting from the issue simulated

ecome more aware of your affect

A. If yes, how did the class di cussion crease awareness
your affect regarding this i

B. If no, how did -the class discussi n impede awareness of
your affect regarding this issue?

S. ,Did the simulation ma erial help you-become more aware of your
typical behavior resulting from the issu simulated?

A. If yes, how did the simulation meter]. 1p you become
more aware of.your typical behavior resu ting from the
issue simulated?

B. If no, how did the simulatio material impede awareness
. of your typical behavior rding this issue?

t,

6. Did the class discussion help/you'become more aware of your typical
; behavioi regarding the ssue simulated? -

II%

A. If yes, how did the'class discuisibn help you become more
aware of your typical behavior regarding theissue
simulated?

.

.
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B. If no how did the'class discussion impede-awareness
of typical behavior regarding this issue? .

'
% -,._ .

_ .

. Did the'class discussion help ybu donsider some of-the implications
of your possible behavior?' . V

g

F IA

A. If yes, how tid the dlass.discussion help you become more;
aware of the implications of your possible behavidr?

B. If no, how did the class discussion impede awarenesi,
of the implicat' s of possible.behavior0

Did the class discussion help you consider alternative
71

A. If verhow did the class discussion help you consider
alt tive behaviors?

'

B. If no, how did the class dj.scussion impede consideration
of alternative behaviors?

behavigrs?

COMMENT :

GO

tit
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APPENDIX C_

PARTICIPANTS' RALL REACTION SHEET

Please rate the simulhtion materials'by marking the appropria e description:

The simulation materials helped me to recognize issues betw en members and
the leader of a group:

Very Helpful Of little Not helpful at all.
helpful help

The simulation materials helped me to become more awareof my affect
resulting from these issues:

.4,"

"/ /
s-

Very Helpful Of little. Not helpful at all
helpful help

/

:The simulatiOn materials helped me become more aware of my typical
behavior reeulting from these'issues:

(-

Very Helpful Of little Not helpful at all
helpful help

The simulation materials helped me to consider some implications of
my possible behavior:.

;

/ / ' /
,

,/
Very Helpful Of little Not'helpful it all
helpful help .

The simulation Materials helped me to consider alternative behaviors:

/ / V ./

Very Helpful Of little Not helpful at all
helpful help ° 0
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APPENDIX. D

TRY -OUT REACTION SHEET

4°

Please answer the following questions regarding the simulation material
you have just observed.

1. Simulation number

2. Was the central issue demonstrated in the simulation -dependency,
competence/,trust, hostility; sexuality, cr separation?

. 1

3. What other issues did you observe? (Please place them in rank
order with the most obvious first.)c

Rate the, simulation by marking the appropriate description

*DOI

ti

/ /
Very Interesting, Of' some Of little Of
Interesting interest interest interest

Ver
realistic

Realistic
/ I.

.gather Noe very Not reaftstic
realistic realistic

Technically: Technically TechnicilW' TechOicallY poor
well done acceptable fair 4/
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Please rate the class discussion by markisIg the appropriate descr (tion

The class discussion helped me to recognize issues between men.ers and
and the leader of,a group:

/
Very
helpful

,a

Helpful. Of little help Not helpful at all

Tae class discussion helped me to become more aware of my affect resuiting
om theseissues:

/.

Very Helpful Of little help at all
helpful

/

The class discussion helped meCto consider. some implieations'of my possible
behavior:

/
Very Helpful Of Little help Not helpful at all
helpful

The class discussion helped me to consider alternativetbehaviors:

/ J / / - /

Very' Helpful Of little help Not helpful at all.
helpful

.

Other comments regarding the simulation materials and the class discussion:
(Continue on the ack if necessary) a.

/
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LEADER REACTION SAEETN

Students in your class were just exposed to.a-simUlaion of and class
. as manife ed in a group.discussion of

Please4answer the folio ing questions regarding the simulation,material
and the subsequent cl s discussion-on the basis of what appeared to
occur in your class.

1. Did the simulation mattrial help the students focus the .issue?c.
A. If yes, how was the simulation facilitative?
B. If no, how did the:timulation impede/focus on the issu

2. pie the class discussion help the students focus on the issue?
,./A. If yes, how was the class distussiod facilitative?
' B. If no, how did the class discusii n impede focus on the issue?.

3. Did the simulation material help.the students. become more aware of
their affect resulting from the issue simulated?

A. If yes, how did the simulation mateiial help students
becdtemore aware of`their affect regardin&this issue?

B. df no, ffow did the simulation impede awareness of
affect regarding thiskissue?

4. Did the class discussionhelp the studentS become more aware of their
affect resulting from the issue simulated ?'

A. If yes, how did the class discussion help-students become
more aware of their affect regarding this issue?

B. If no, how did the class discussion'impede awareness of
affect regarding this issue?

5. Did the simulation material help the.sfudents become more aware of
their typical behavior resulting - from the'issue simulated?.

--A. If"yes, how did the simulation material help students become

B. If no, h w did the simulation material impede away

more aware of their typical behavior resulting

typical be avior regarding this issue?

ssimulated?
\from the issue

of

6. Did the cliss iscussion help the_st ents .ecome more aware of their
typical behavi r regarding the issue simulated?

A. I6es, ow did the class d" ussion help students become'
"-marg aware of ;their t "tifregarding the issue
simulated?



7.

le"na; how, did thell.psdi cussOn,imped aw
ness of typical behavior regp thisi ue'

Did 'the class discussion help the students consider som= of the
implications of their possible behavior?

4r

B.

If yes, how /did the'class discussion help students- become
more. aware of the implications of their possible behavior?
If no, haw did the class discutsion impede awareness of
the implications of possible behaviors?

59

Did e class disdussion help students consider alternative behaviorst

A. 'If yes, how did the class discussion help students consider
alternative behaviors?

B., If no, how did the class discussion impede consideration '
o alternative behaviors?

0
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APPENDIX F

LEADER'S MANUAL

siz
,

The purpos of this leader's manual is to provide teachers of group
leadershi'-with background information on, procedure for, and various
,uses for the accompanying simulation materials and subsequent class
discussion.

a r

'Obj e ive

The primary intention of the
group
simulations and subsequent class

discussien is to aid, students of group leadership in becoming more
(

aware/of the affect generated in them as a conlsequence-of being
involved in the member/leader relationship, in personal growth groups.

7,' While many theorists consider the member leader relationship to- be
the core of personal growth groups, most lite ature on this sublect
stresses the affect of the group members, nottthat of the leader of
the group.

The accompanying,vide6 tapes along with class discussion will aJd
\moving students from'an affective to a cognitiire awareness of the

eader's involvement in the member/leader relationship. Since the
movement is from the experiential to the-cognitive, the theorizing
about what is most appropriate at the end of-thevclass discussion
after students have gathered information about themselves as group
leaders in a particular situation.

The class discussion, would proceed from inside the student leader
ide. Attention wt uld be drawn first to how s/he feels inside when

s/he assumes the role of leader of the group depicted in the video tape.
The attention then would move to-how s/he typically behaves when feel

at way. Next,_the focus would be expanded-to the group depicted in
t e video tape to consider the consequences of possible leader behavior,
an finally, attention would be placed on what has been occurring irk, the
group as it relates to,groups,tn general.

*
II. Time,

The introduction by the teacher, the viewing of a simulation and the
ti

class discussion shouldrequire approximately two hours.

Size

The kind of experience generated'iy,the viewing of the simulation and
the class discussion would be,appropriatelfor a, group of between eight
and fifteen student's.
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IV. Numbering

The numbers rgiven each'Itmu ation can serve as identifiCatio numbers;
thiy also designate the footage on the video tape reel.

V. Procedure -'

A.` The showing -of the simulation video tape would.follow-these------,\

PtePs:
.

1. Students are told that they are about to_study issues
Dr an issue evolved in their relationship with the
members of a group. Focus be -on the affect I

generated in them while they are, vicariously, through
the use of the video tape--involved in that relition-
ship.

2. Before viewing the film, students are asked to assume
the position of leader of the group they are about to
see.,

vti

3. Students are then inioduced to the Situation simulated
in the group. The information given in the section
iitl "For the Students" describes what the students
should be told beforehand. They should not be told of
the i sue simulated.

4. Students.view the simulation.
c

'B. The conducting of the class discussion after viewing the simulation
would follow from these questions:

1. As leader of the gfoup, how did you feel? (The
teacher miiht encourage students to be aware of
and to respond to the mood of the group. Relat
qiiestiOns might%be:,_ How is the group being?' hat
does that do to you emotionally as leader?)

2. How might yOu behave in that situatidn? CM'
question should be asked after members have
%tete

ques
do y
stun,
pe 0,-1
t.at par
i0entif

d their emotional response so that the
ecomes: When you feel that way, what

ally do? It might be helpful to ask
to in touch with similar inter-
situla cps in which they have ekperienced

lair emotion so that they can better
y might,behave.)

Questions 3, 4 an&iS pVP tbward a'cognitive learning process.
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3. What might be the consequences' of your behavior in .the
group?

4. What are some alternative behaviors? (In considering
questions #3 and #4, responses might be grouped into
three categories: Would you, as leader, be supporting,
reflecting, Or confronting? What kind-of affect.might-
each category Of response elicit?)

5. Finally, if it isn't'expliqit at this time, the teacher
might ask-students to define, he predominate issues
occurring in the group. (Here students are asked to.
focu ,on the cognitive by nsidering the ways groups
rot e leader and t e total group process and
the theoreticalview of th behavior.)

VI. Introduction to the Simulations and Use

A. Simulation number 050: Dependency

Thi sequencePcburs early in the group's development When
me rs are unsure of their r es and that of the leader.
The dependency'of the group Is: monstrated mainly in the (
questioning of the appropriatene s of topics for discussion.

For the. Students: Students should`know that the sequence
does. occur early-in the groups life and that the particular
session begins as a member brings up an immediate disturbance
which has just occurred between her and her child.

B. Simulation number 133: Hostility I

fti

Here members of the group become frustrated by their dependency
on the leader; their frustration "leads to hostility among
members as they question the purpose of the group and individual
ekpectationl. 6.

For the Students: Students should be-told that.this segment
occurs part-way through a group session after members have
wandererfh"roligh various topics trying to find appropriate

-group behavior.

Simulation number 161: Competence/TruSt I

This session begins as a member informs the group-that she has
---learned that a fellow member who was absent the previous week,

Mary, haS chosen to withdraw from the group. The group re-
acts to this information.' '

6 8
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ti

For 'the Students: Students should be told that the group
has existed for a few weeks now. One member, Mary, who was
absent the previous, week, has chosen to.withdraw from the
group. The video-tape begins after a member explains
that she cane& Mary and found out that Mark isn't coming
back to the group.

D. Simulation number 221 ajd 243: Hostility II

This vignette can be used in two diffiVent ways, The teacher
may Choose to use only the first half of the simulation to
demonstrate hostility in a group whit, dices the form of .

bickering- betWeen and among members,:-In this way, the 'teacher
would stop the film after the line, "Not that I'm going to

,

ell,you." ,

The simulation may be shown from beginning to end.fand in that
case, students will see both the bickering and the way the
hostility is.then diffused by the group. In the first ease,
the student leaders would focus op theireaffect and behavior
a a consequence.of the bickering; in the second, on their ,p

a fect and behavior as a consequence of the diffusion of the
h stility.

,

40,

For the Students: No background information needs to be given
for this simulation.

E- Simtilation number 280: Competence/Trust

This vignette begins showing the group well into normative
behavior. Members congratulate one another for behaving
withim_Ilegroup's cultural patterns. When it becomes apparent 44
that one member is violating the code implicitly established
.by the-group, inter-member trust is questioned.

For the, Students: Students should be tokd that the previous
group session, one member attacks another member for dominating
the group. The attacker has been consistently hostile throwh-

.act the group and in this session, he apologizes.

F. Simulation number 410: Sexuality I

The central eventan this session is on membei!s revealing
ofhis homosexuality.

For the Students:', No background information is needed.

G. Sidulation' number-485: Sexuality II

The central event in this ignette.is the exposing of sexual
feelings toward the leade and between members.
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For the Students: No background information is needed.

H. Simulation number 546: Competence/Trust III

For the Students: ' Before ng this simulation, students
, should be told that the Ar6ii is shown here waiting for the
le4der to 'arrive. Students are to assume that w* the leaddr
does arrive, Ole wil be confronted with the feelings the
members depi in video tape.

\6

. /
er 584: Separation

group demonstrates the typical sentimental feelings
enial which are associated with termination.

or the Students: No round information is" needed.

X
VII Variations

Aside from the purpose and procedure described above, these Video.
apes can be:used for a variety of other purposes. While they do not need
to be used sequentially, they could be used to follow the developmenfal
pattern of groups. Since many theorists see the issues in the merpber/leader
relationship emerging along developmental lines, a sequential pattern is
pcissible. It would follow the use the issues of dependency/and competence/
trust first followed by-hostility an sexuality and ending With separation.

/,//
Using a developmental po el, it would e possible to parallel the

development of the group taking th course/in g up leadership with the
development of the grow in the v eo tape a finally, to some general
theorieS of group devei pment. Aide from ome back-stepping, the videb
taped group passes through a period firs of questioning of purpose to a
period of normative patterns in Which ndividual sharing occurs, and finally,
the group moves to,a Stage of denial and sadness as the group ends./

Other e of the video-tapes can be made by using them i iTh idually
rattler than in a eries. A video taped simulation might be u o highlight

J pre lem areas.previously pinpointed by a class; or on ig t be used to
pond to what is 9ocurring in/a particular cl

It is also possible for students to study particular membe
the group on the video tape. For example, students might study the em er
who begins as a hostile participant and who eventually seeks acce ance in
ways more acceptable to the group. Another member demonstrates the effects
of a group member who dilutes all experiences. Students might be asked to
identify with a member and follow that person throughpach simulation.

The video taped simulations can be used, then, in a series for
a variety of purposes or individual stimulations can be used for specific
purposes.
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APPENDIX G

SIMULATION SCRIPTS

Dependency Simulation

4
b.

Dep: I'm feeling terrible. When I got ready to come here
tonight, my two year old, for the first time, went
crazy about my leaving. He pleaded with me to stay
home. I didn't know what tb do.

S: What did you do?

Dep: It just got awful. When he firsestarted it, I sat
down and talked a few minutes then got worried about
missing my bus. And when I started to leave again;
e actually threw \is armkgrbund my leg aT1 'wouldn't
1 t me walk. It was awful. I was/even-walking arOun
dragging him. F I had to-pull his arms off
leave him sitti g on the floor crying.

. 65

Int: I think that's O. ,Ybu have to let them know early
that you have-a life of,yourJxvu;

3-

Pla: Maybe it's the right thipl to do but co414 Over
do that with mine. I al0 ed h toeck. 6,he I
was wrong.

Ho57: My mother always droppedme off' .habyglk rs and
I remembered being scared to deat , but I lived
through it.

at. There must be a better way of doing it. I'd really
like to know.

Fac: Has anyone else but me noticed that our leader
hasn't entered into this discussion?

Dep: Maybe it's not the right thing to bring up in a
group like this;, I realize some of you don't even
hhve children. 'It was just on my mind.

. ,......e ... ,.

Pa: We haVen't been told what we are supposed to talk
about. \Wye never been given any rules or guidelines.

,

It's true. If we could just pick our own topics and
talk then what do we need a leader for? This wouldn't

sbe any different than a bunch of people getting to-
gether and hiving a discussion.

'

S:
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A

Ind: I think we should pick own.own topics. How can some-
one else know what we aresconcerned with?

Pla: That may be true later but right now, it's really hard
for us to talk to each other and we're not exactly
sure where we're dying to get to at this point. I

would be a waste of time if we analyzed each other.

S: I really wish you would set las straight about this.
We're going round and round aboUt this.

Competence /Trust Simulation
(,

a
Pa: 'I want to react to last week's session. I think so104,-\,

things got 4 little out of hand there and maybe*me
i

people's feelings were hurt and 4 think we coulckbe-
a little more careful about what Ys said in here.,

) -
'6

/IlIndl //,That's funny.. I thought last week wa ,one of the best.
/ I thought we cleared the air about a, prt, pi things,

Paz' I just mean if that, kind of thing c ntinues, it may
lead to a Iot of,linrt feelings. What went on itself
wasn't that bac', but what it might lead to could'be-
come a problem.

Foci Well, let's ask , how she felt about it: after
all, she was the, one involved.

Pa:

Silence.

Well, that's hard to say. I mean I'm sur lot r when 1
.Y"look back on it, I'll be ?Iad it happens bu I really

don't want this session to be a repeat f the last. I
don't want all the attention to focus« n me ,again.
Let's talk about sdMeone else. //

Pa: Does anyone know-anyone who went to that humen develop,
j ment institute cross town? I have a friend who went

there. Dr. led his group. He's one of the
founders of that place. According to my friend,oher
experience wasn't anything like'this group.

S: I don't think that place is any good. I beard about
this group for couples they had; it was one of.their
first groups and people had to tell all kinds of
personal stuff about their sex lives and everything,
you know. Two of those couples got divorced since then.
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Pa: Wai,n't%thatkHarry and Judy Anderson? Who werW.the others?

S: I donit remember.
.

.

Int: So 41Tat are you 'doing here if you don't bellevc
in groups?

, ..

.
.

.*

S: I didnLt say that. It's,that human development
place I was talkix aboutce Anyway, I was curious.
I thought I'd just try it and see what it was like,

fi

Int: Maybe groups 1'k this are only good for certain
things.

I'm really su ised at how intelligent some of the
members of this oup are.

Ind: I think these groups a w at you make them; I
really wonder if anything' else matters.

Int: Maybe that't true about the importance of each person
but I'm sure the Mix. of people and the leader make a
.difference, too.

.

Hostility Simulation

Begins with silence4

Pa: Why don't we-all put our heads down and go td sleep?

Fac: Or maybe we could go somewhere else--to a bar, or '
something, why sit -here?

Pla: I remember when I was in grade'school, there was
this dancing teacher who came to gym class and she's
trying to'get us to volunteer. The kids would just
sit there and look at her. Finally, she had to just
pick people.

Silence.

Hos: I'm beginning to think we're all guinea pigs in do
experiment of yours. You ha%re a lot to gain here,
but what about us?

',.Int: You say that alot about thinking everybody's a
guinea pig.
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Hos:

'Int:

Hos:

Pla:

I'm not talking to you; I'm talking to our leader.

But J'm alking to you, and I say you're alway',
trying to a fight. You're always arguing and
complaining.

I

That's better than you. Ydu sit there apoutifig off
information like from a book.

I believe there's some purtose in'this; that's whir
I sit here.

Hos': There's a lot of quiet members like you here, but you
people aren't running this gtoup.

Ind: To tell you the truth I'm beginning to feel a little
uncomfortable here too. I'm Sitting here waiting for
;something to happen. And I am bothered when you just
sit here looking at us.

Hos:. That's right. And there are people here with problems:
:

o ino ne is getting any answers.

Fac: Maybe we'need to be more specific about what we need.
I'm assuming people have problems but .1 don't know
what they are. I'm not even sure I know what mine are.

Dep: I'll tell you what I want. I need some help for my.
sister. She's always getting herself into so much
trouble and then she comes to me to bail her out. I

don't know what to do at this point.

Silence.

Hos: See. What good did that do? You don't even ask her
any questions. You don't even give her Some direction.
I have to be honest and say L don't like the way things
are going here.

Pla: I don't think it's right for you to talk like that.
You should be more careful about what you say. Any-
way, you really have to give this group a chance.

I disagree. Telling people about your feelings is ae,
good thing. And I'm glad you id that because I
was feeling much the same way b t'I just didn't have
the nerve to say it.

Int:

11.
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Sexuality Simulation

Group begins with small talk.
. 0
Dep: You khow, we've really come a lone way in this

gfbup. We somehow get burSelves started, now and
4 really do get to important issues.

S: .. This group has really helped me. And I attribute it
all to you. As leadetyoti"reafly helped me look at
what I'm doing. You'd be surprised how much freer I
feel. So often I think of your words as I go through
the day.

Fac: This seems to be the night for patting ourselves on
the back. -

.-

:
/

S: I'm really tired of your comments like that. It's
like your always trying to take over the leader's
job. You never say anything about youri'alf and
really the leader can take care of commenting on the

(group much better than you.

Dep:

5:

Well, I guess.I'm going to get clobbered by you too,
but ,you do seem to have.a lot to say about hoW
fabulous our leader is.,

just for the underdog, that's all.

ow is he the underdog?

What an, all those times we all packed
on him.

1 Separation Simulation

Begins with some small talk.

Fac: All the time.we've been talking, I kept thinking back
to .how different we are now than we were fit the be-
ginning. I think of how, scared I was of all of you
and how we all just sat here struggling to come up
with something to say. I'nr thinking now that it was
worth the struggle.

Ind: For me, too. For me the best part is feeling so close(
to all of you. fee really know you.

7 5. -



Dep:

a

I'm troubled by how realistic `all ofth
I mean when can you ever have s'k
alp: with people outside of thiegroup?
ide never sit around ans alk like thi--,_

other.

I guess I feel pushed
,

to get this kind
started with people outside this group,
I'm a follower...ym really'afraid,that
into my old ruts with my friends outsid

I don't have that problem at all. I ha
unanswerbd-tions yet, and I'm bothe
this reverence for this group tow. It

Ito me.

In a way I see whatymi Mean. I gdess
more tongible ansWers't .0

I don't see where.all thi
we get. into,using the grou

You know, all along we were
free choice in what happened
we've really started fitting i
start sounding the same and ea
part'of the same pattern. What
is a certain thing'eXpected of u
yet we're never'told what it-is;
,of all that struggle we went thro

.

is gettin
for wh

is, though,
of relation:
People out
toeach

f thing
but frankly,
I'll fall
this group.

e a lot of
ed with all
eemsphoney

expected

Why don't
we want.

d to bel eve'we had 'a
ere. We 1, I think
to a mo d. We all cs

h sessi n is
gets m is that there

fro the start and
. do 't see the value

I'M really surpiised to hear yoti sa hat. All along
I thought you were really satisfied th what's been
hhppening.

Well, I went along with what happened that's all.
When people complained about this sor f thing, we
were told we were wrong, that there were no Specific
expectations of us. I be ieved it but no when
see what's happened, I re ly wonder.

7 6
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Placatos:

--Z \ .

Serves as a helper in the group specially helpful
to the leader-r-'-

A pleper, friendly, non-violent, 'often the arbitrator,
likes people;

.

APPENDIX H

CHARACTER SKETCHES

S'

"I try hard to do.WhateVer people want me to do4 I

want things to go smoothly."

Hostile:

f-44z4
Openly aggressive, acompl iner,-skep al, blameful,
resentful; "No one can help\me. Li e is tough.."

Facilitator:

Identifies with the 'leader;
PlacesIlimself betWeen the group and the leader, tries

to be the intermediary, feels superior to and differ-
ent from group;

Aspires to lead gtoups;
Often makes process comments;
"I notice the leader's contributions to this group are

'different;from other people's."

Dependent:

Wants to,-he taken care of; .

PresentS self as fragile, naive, confused;
Exaggerated sensitivity;
"Often I'm not really sure aboutx-Oat's going on within

Me; others know me

4
better-than I-know myself."

PasSive Aggressive:- y.

Makes seemingly bland statements which conceal negativism;
Usually understates how he feels;
."It's not that I don't like what's going on, but you can

never be too careful."

7(

a.



72

Seducer:

*Seeks intimacy
Overly.needful;
Sexually aggreSsive;/
"Lowe you a lot; you've done a lot forme."

Intell ctual:

B lieves reasoning will bring truth;
0 ten the judge, feels superior;
'Quotes authorities, gives information;
"I figure out the answers to questions by weighing.

the various possibilities, there's always
right answer."

Independent:

His own person;
Looks inside himielf for what.'s right for him'
.Not a crowd pleaser;
"I.alone must determine what's best for me."

4.
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APPENDIX I.

PARTICIPANTS'''OVERALL REACTION SHEET TABULATIONS
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